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Abstract 
 The Advancement Via Individual Determination (AVID) curriculum emphasizes 
writing, collaboration, organization, and reading to strengthen academic skills.  High school 
students enrolled in AVID elective classes receive daily academic support, while enrolled in 
challenging classes such as Advanced Placement (AP). The purpose of this study was to 
examine the influence of Academic High School students’ participation in the AVID college 
readiness system and students’ academic achievement using multiple measures, including the 
Michigan Merit Exam (MME) state assessment, the American College Test (ACT) college 
readiness assessment, the Advanced Placement (AP) program, and grade point average 
(GPA).  Vroom’s (1964) expectancy theory comprised the theoretical framework for this 
study. A longitudinal, correlational design used previously collected data from three cohorts 
of graduates (2012‒13, 2013‒14, and 2014‒15) to determine the effect of students’ 
participation in AVID based on the selected academic indicators. Students enrolled in the 
AVID program and a control group in each cohort were matched on grade, gender, 
socioeconomic status and compared on the academic indicators. Findings confirmed that 
although students in the AVID group showed slightly higher student achievement scores in 
ACT English assessment, Number of AP English courses, and GPA, no statistically 
significant differences were found for ACT English and reading tests, AP English and 
mathematics courses, or senior GPA. Based on analysis of findings in this study, the AVID 
program did not positively influence student achievement at Academic High School. The 
school district must carefully weigh the associated costs and benefits of the AVID program 
while considering the recommendations in this study for practice and/or policy. Key Words: 
AVID; ACT; Michigan Merit Exam (MME); Advanced Placement; College Readiness 
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Chapter 1: Introduction 
Since the inception of the No Child Left Behind Act of 2001 (NCLB, 2002), the 
educational climate in the United States has focused on high-stakes accountability, along 
with the political and economic demands of producing college- and career-ready citizens, 
who meet 21st century workforce demands (Maylone, 2002).  NCLB (2002) required states to 
measure student progress and provided consequences to schools that did not meet proficiency 
targets, as measured by state assessments in reading and mathematics.   This renewed focus 
by educators on increased accountability, stronger global competitiveness, standards re-
alignment, and increased student achievement expanded the role of standardized testing in 
American public education (NCLB, 2002).  
Educational entities developed or made adjustments to standards, accountability 
systems, and evaluation procedures, while simultaneously striving to maintain high quality 
instructional programs that produced college- and career-ready graduates (Maylone, 2002; 
Meyer, 2014; Tollefson, 2000).  “However, in order to reach these goals, it would seem that 
teachers rather than policy-makers need to adopt a goal of high achievement for all students.  
Teachers’ willingness to adopt such goals is related to teachers’ outcome and efficacy 
expectations.” (Tollefson, 2000, p.75).   
Moreover, standards should reflect interactive, individualized teaching strategies that 
increase the likelihood of improved student achievement (Tollefson, 2000).   Yet, this 
standards and increased standardized testing movement may be working at cross purposes 
with efforts to develop strong efficacy and outcome expectations among teachers and their 
students (Tollefson, 2000).  It is important to note that some scholars questioned the value of 
high stakes assessments and indicated that the results are meaningless and do not correlate to 
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other international indicators such as creativity, innovation, and entrepreneurship (Orlich & 
Tienken, 2013; Zhao, 2012).    
Growing complexity of the world, in terms of the rapid advancement of technology 
and increased economic competition reinforced the need for all students to graduate from 
high school fully prepared for college and careers (Achieve, 2012).  The aspiration of college 
and career readiness was the umbrella under which many education and workforce policies, 
programs, and initiatives took root, and grew (Achieve, 2012).  Due to the increasing 
demands of the 21st century workforce, students must have the necessary skills to succeed in 
an information-based economy (Fadel & Trilling, 2009). Building blocks for learning in a 
complex and connected world include the basic core subjects of reading, writing, and 
arithmetic, but also emphasize global awareness, financial/economic literacy, and health 
issues. (Fadel & Trilling, 2009). Twenty-first century teaching and learning must address the 
rapid advancement of technology and increased economic competition (Fadel & Trilling, 
2009). Meyer (2014) wrote about bridging the gap between education and the 21st century 
job market that requires a more educated workforce. Meyer indicated that a shift is occurring 
in schools throughout the United States, which focuses on preparing students for post-
secondary learning and careers.   Despite improvements some educational systems are still 
not meeting the needs of all students.  Poor student outcomes continue to challenge some of 
our nation’s schools.  Twenty percent of students do not graduate from high school in four 
years (Stetser & Stillwell, 2014)  Twenty-eight percent of high school graduates who attend 
two-and-four year institutions must take remedial courses (Sparks & Malkus, 2013).  Thirty-
one percent of students who enroll in two-year institutions earn a degree or certificate in 
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three years, and 59% of those entering four-year institutions finish in six years (National 
Center for Education Statistics, 2014, tables 326.10 & 326.20).   
“Looking beyond student outcomes, issues of quality, cost, and access also factor 
 into the equation. The questions of whether  students are learning the knowledge and skills 
needed for life in the 21st century, how much the cost of college is growing, and which 
students gain access to higher education all contribute to the complex picture.” (Meyer, 2014, 
p. 1). 
Statement of the Problem 
At a time when public budgets were tight and there was little room for monetary and 
fiscal stimulus, investing in structural reforms such as education and skills development to 
boost productivity was key to future growth (OECD, 2014).  Some school districts chose 
programs, such as Advancement Via Individual Determination (AVID), a national, 
comprehensive college readiness system, which provides a comprehensive curriculum and 
preparation for post-secondary experiences. The AVID program purports to increase student 
achievement, college readiness, and participation in more rigorous courses such as Advanced 
Placement (AP).   
The AVID program is implemented in 45 states and 16 countries or territories; studies 
regarding the impact of this program are inconsistent, and  peer-reviewed research on the 
AVID program and its impact are limited (Bleakley, 2013; Day, 2012; Ford, 2010; Franklin, 
2011).  What Works Clearinghouse (2010) at the Institute of Education Sciences (IES) 
reviewed literature on AVID and found only one study of 66 met the definition of 
scientifically based research.   
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The present study focused specifically on the influence of the AVID program in the 
high school of a school district that has implemented the AVID college readiness system for 
the past nine years but has not conducted a comprehensive evaluation of AVID.  This study 
provided information that may help local educators, and practitioners determine whether the 
AVID program meets its intended purpose at Academic High School (pseudonym).  These 
findings are particularly important, as this school district and others face greater fiscal 
challenges and need to ensure that instructional programs and investments are yielding the 
best results in student achievement.    
Purpose of this Study 
The purpose of this study was to examine the influence of students’ participation in 
the AVID college readiness system and students’ academic achievement using multiple 
measures, including the Michigan Merit Exam (MME) state assessment, the American 
College Test (ACT) college readiness assessment, the Advanced Placement (AP) program, 
and grade point average (GPA).   
Significance of this Study 
Educational institutions invest in programs such as AVID to help close the 
achievement gap in the performance of under-represented students on standardized 
assessments and participation in AP programs.  School districts throughout the country have 
endeavored to align state and national common core standards with effective teaching and 
learning practices (Meyer, 2014). This study analyzed the correlation of AVID participation 
and indicators of college readiness‒standardized tests, and enrollment in AP courses.    
The findings of this study provided information that may help schools strengthen 
standards alignment, instructional practice, and quality instructional programs for all 
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students. In addition to informing educational leaders in the selected high school in suburban 
Detroit, Michigan about the effectiveness and intended outcomes of the contracted AVID 
program, this study addressed some of the limitations identified in current literature. The 
analysis of achievement outcomes offers a basis for making informed decisions about the 
choice of contractual college readiness programs. Further, this study contributed to the larger 
knowledge base indicating how programs such as AVID have the potential to influence 
student performance by making the learning environment more challenging and potentially 
increasing the number of under-represented students who take AP courses.  
 Conceptual Framework of This Study  
The conceptual framework is a theoretical lens that helps to explain an observed 
phenomenon (Creswell, 2013). The conceptual framework for this study was based on the 
work of Victor Vroom (1964), who developed the expectancy theory in 1964 as a means to 
understand variables that reflect differences in motivation and achievement.  The expectancy 
theory explains the concept of relationships between efforts put forth, the performance 
achieved from that effort, and the reward received from effort and performance based on the 
following assumptions (Lunenburg, 2011): 
 People come to organizations with expectations about their needs, motivations, and 
past experiences. 
 Behavior is the result of a conscious choice. 
 People seek different things from an organization. 
 People will make choices that optimize their personal outcomes. 
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Figure 1. Connection of the AVID program to Vroom’s (1964) expectancy theory (Graphic 
by Flye, 2016). 
 
 The elements of expectancy, instrumentality, and valence are the foundation that a 
person’s motivation corresponds to the degree in which they believe the following 
(Lunenburg, 2011):  
 Effort will lead to acceptable performance (expectancy) 
 Performance will be rewarded (instrumentality) 
 The value of the rewards is highly positive (valence) 
Basic Expectancy Model: Motivating by Altering Expectations. 
 The AVID philosophy parallels Vroom’s expectancy theory (Lunenburg, 2011), as 
shown in Figure 1.  The AVID college readiness system is based on research suggesting that 
all students can learn challenging material if the right support is provided and, more 
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specifically, that low-performing students do better when they are given accelerated learning 
opportunities rather than remedial material (AVID Center, 2013).    
Expectancy includes having the right supports in place for all students (Hancock, 
1995) The AVID philosophy speaks to the importance of high expectations for all students 
and access to a challenging curriculum for all students, such as the AP program.  
Instrumentality includes a trusted, transparent process where strong school performance is 
rewarded with favorable post-secondary options (Hancock, 1995).  A positive valence 
includes creating an environment where individuals value the expected outcome and the 
importance of attaining it (Hancock, 1995).  
 The goal of AVID is to create a college culture that supports high expectations and 
levels of achievement for all students (Monachino, 2012).  The AVID program stresses the 
importance of creating a learning environment with high teacher and student expectations, 
which prepares students for a four year college, a two year college, a shorter certificate or 
training program, or any post-secondary pathway requiring a strong academic foundation 
(AVID Center, 2013).  
Figure 2 depicts the process employed in this study to investigate the influence of 
students’ participation in the AVID college readiness system, and academic achievement, as 
measured by four academic achievement indicators: a state accountability assessment 
(MME); college readiness assessment (ACT), grade point average (GPA); and successful 
completion of rigorous AP courses.  
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Figure 2.  Measures of the influence of the AVID college readiness program (Flye, 2016) 
Research Questions 
 A correlational research design and quantitative data collection and analysis  
methods were used for this study.  The following research questions guided this study: 
Research Question 1.  What influence did participation in the AVID program have 
on students’ performance on the Grade 11 Michigan Merit Exam (MME) in reading and 
mathematics? 
Null Hypothesis A:  No statistically significant relationship exists between 
participation in the AVID program and student performance on the Michigan Merit Exam 
(MME) – Grade 11 in reading for the following senior cohorts: 2012–13, 2013–14, and 
2014–15. 
Null Hypothesis B:  No statistically significant relationship exists between 
participation in the AVID program and student performance on the Michigan Merit Exam 
(MME) – Grade 11 in mathematics for the following senior cohorts: 2012–13, 2013–14, and 
2014–15. 
Research Question 2.  What influence did participation in the AVID program have 
on students’ performance on the Grade 11 ACT in the areas of English, reading and 
mathematics? 
AVID Program 
 
 
 
Matching 
Variables 
 
Race 
Gender 
SES 
 
 
Independent 
Variable/Predictor 
(Treatment) 
 
 Length of Time in 
AVID 
 
Student Achievement 
Indicators 
(MME, ACT, AP, GPA 
at Graduation) 
 
 
Dependent 
Variables 
(Outcome) 
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Null Hypothesis C:  No statistically significant relationship exists between 
participation in the AVID program and student performance on the American College Test 
(ACT) – Grade 11 in English language arts for the following senior cohorts: 2012–13, 2013–
14, and 2014–15. 
Null Hypothesis D:  No statistically significant relationship exists between 
participation in the AVID program and student performance on the American College Test 
(ACT) – Grade 11 in mathematics for the following senior cohorts: 2012–13, 2013–14, and 
2014–15. 
Research Question 3.  Was there any difference between students’ participation in 
the AVID program and enrollment in AP courses in English and mathematics? 
Null Hypothesis E:  No statistically significant relationship exists between 
participation in the AVID program and student performance in the AP program in English for 
the following senior cohorts: 2012–13, 2013–14, and 2014–15. 
Null Hypothesis F:  No statistically significant difference exists between 
participation in the AVID Program and student performance in the AP program, in 
mathematics for the following senior cohorts: 2012–13, 2013–14, and 2014–15. 
Research Question 4.  Was there any difference between students’ participation in 
the AVID program and overall grade point average (GPA)? 
Null Hypothesis G:  No statistically significant relationship exists between 
participation in the AVID program and a student’s overall grade point average (GPA) for the 
following Senior Cohorts: 2012–13, 2013–14, and 2014–15. 
 
 
10 
 
Independent Variables 
The independent variables for this study include participation in the AVID program 
and the following matching variables:  race, gender, and socioeconomic status.  Student 
information was retrieved from the student information management system, PowerSchool, a 
web-based student information system.  
Dependent Variables 
This study explored the relationship of students’ participation in AVID and their 
performance on selected academic achievement indicators. The dependent variables for this 
study include the Michigan Merit Exam (MME), American College Test (ACT); Advanced 
Placement program (AP), and grade point average (GPA) at graduation. The Michigan 
Department of Education (2013) data file was used to retrieve information for the MME and 
ACT. Information for the AP program and GPA data were retrieved from PowerSchool.   
Limitations 
 This study was conducted in one high school, in one district in the Midwest region of 
the United States.  The results of this study cannot be generalized beyond this school and the 
group of students selected for this study. 
The results of this study can be applied only to data generated from the identified data 
sources, which included: Student Achievement Data Michigan Merit Exam (MME), ACT, 
GPA, and Advanced Placement (AP); Demographic Data (Race, Gender, and Socioeconomic 
Status); Enrollment and Length of Time in AVID program. Any errors in this data as a result 
of data entry or reporting data cannot be identified.  It is assumed that all student 
achievement reported percentages are valid and that all testing regulations were followed.  
11 
 
The sample for this study comprised 224 ninth through twelfth grade students at a 
single high school in Michigan.  The treatment group of 117 students were enrolled in at least 
one AVID elective class throughout high school. Students who had not taken any AVID 
elective classes were randomly selected for the control group. Selection bias was a potential 
challenge to internal validity because students applied for the AVID program (Onwuegbuzie, 
2003).   The lack of authentic randomization was addressed using matching to reduce bias as 
samples were selected for this study.  
The following statistical analyses of data were conducted for this study:  Chi-square 
tests for independence, and one-way analysis of variance (ANOVA).   
 Finally, I am the District Director for the AVID program, which includes 
implementation oversight.  Given my responsibilities regarding the AVID program and my 
role as researcher for this study, it is important to acknowledge my potential bias toward the 
AVID program. 
Delimitations 
The data for this study were collected from four sources: 
 Student achievement data on the Michigan Merit Exam (MME), in the areas of 
reading and mathematics, were collected from the Michigan Department of Education 
(MDE, 2013) student data file.  Participants would have taken the MME in their 
junior year of high school, or as a senior if they did not take it during the eleventh 
grade.  MME participation was a graduation requirement in Michigan.   
 Student achievement data on the ACT, in the areas of English, reading and 
mathematics, were collected from the ACT data file. Participants would have taken 
the ACT in their junior year as one of the required components of the Michigan state 
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assessment.  ACT participation was also a graduation requirement in the State of 
Michigan.    
 Advanced Placement (AP) data were collected from the College Board data file 
(College Board, 2013).  
 Length of Time in the AVID program was collected from the PowerSchool Student 
Information Management System (2016). 
It is important to note that all assessment data reflect achievement on only one date in time in 
a given year.  Also, because the data for this study only included grades 9-12, generalizations 
should only be made at the high school level.   
 Definitions    
 AVID (Advanced Via Individual Determination) –The nationally recognized in-school 
academic support program targets student populations that have been historically 
underrepresented in four-year colleges and universities (Bernhardt, 2013).  The primary goal 
of the AVID program is to “motivate and prepare underachieving students from 
underrepresented linguistic and ethnic minority groups or low-income students of any 
ethnicity to perform well in high school and to seek a college education” (Mehan, 
Villanueva, Hubbard, & Lintz, 1996, p. 14). 
 ACT (American College Testing) –The ACT is a norm-referenced test used by 
colleges and universities as one of the critical elements in the admissions process (Evans, 
2015).  ACT content is based on periodic national curriculum surveys and the review of  
K-12 state instructional standards.  The test includes four subject areas: English, 
mathematics, reading, science, and an optional writing test.  The score range of each subject 
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area test is 1–36, with the average of the four required subjects providing a composite score 
(Evans, 2015; Geiser 2009). 
 Advanced Placement (AP) –Sponsored by the College Board, the AP program is a 
partnership between secondary and postsecondary institutions that provides opportunities for 
students to take freshman-level college courses while still in high school. College faculty and 
high school AP teachers work together to design AP courses and the corresponding end-of-
course exams, with a score range of 1-5. A score of 3 or higher may qualify a student to 
receive course credit or advanced placement from postsecondary institutions (Handwerk, 
Tognatta, Coley, & Gitomer, 2008).   
 College Readiness –The term college readiness refers to the level of preparation a 
student needs to enroll and succeed, without remediation, in a credit-bearing general 
education course at a postsecondary institution that offers a baccalaureate degree or transfer 
to a baccalaureate program (Conley, 2007).  “Succeed is defined as completing entry-level 
courses at a level of understanding and proficiency that makes it possible for the student to 
consider taking the next course in the sequence or next level of course in the subject area.” 
(Conley, 2007, p. 5).  
 MME (Michigan Merit Exam)–The Michigan Merit Examination (MME) assesses 
students in Grade 11 and students in Grade 12 who did not test in eleventh grade, based on 
Michigan High School Standards.  The MME is administered each spring and consists of the 
following components:  ACT Plus Writing College Entrance Exam; Work Keys Job Skills 
Assessments in reading, mathematics, and locating information; and Michigan-developed 
assessments in mathematics, science, and social studies.  The results from the MME are used 
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to monitor individual student achievement and the performance of individual schools and 
school districts (Michigan Department of Education, 2013). 
 PISA (Program of International Student Assessment)–Sponsored by the Organization 
for Economic Co-operation and Development (OECD), the testing program was designed to 
measure whether students have acquired the knowledge and skills essential for full 
participation in modern society, particularly in the areas of mathematics, reading, and science 
near the end of compulsory education.  Approximately 510,000 students completed the PISA 
in 2012, representing about 28 million 15 year olds, in 65 countries and economies (OECD, 
2014).   
 Underrepresented Students–Student populations of linguistic and ethnic minority 
groups or low-income students from any ethnicity have been historically underrepresented in 
four year colleges and universities (Bernhardt, 2013). 
Organization of the Study 
 Chapter 2 includes a comprehensive discussion of the AVID program and the 
academic achievement indicators used to measure the impact of the program in the Academic 
School District.  The theoretical foundations and research relevant to college readiness 
strategies, the philosophy of the AVID program, and student achievement are explored. The 
design and methods employed in the conduct of this study are described in Chapter 3, 
including the context of the participating district, data collection procedures, data analysis 
methods, validity and reliability issues, and limits and delimits of the study. Chapter 4 
includes a thorough analysis of the data, and Chapter 5 comprises a summary of findings, 
along with recommendations for policy, practice, and future research.   
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Chapter 2: Review of the Literature 
Introduction 
The purpose of this study was to investigate the impact of students’ participation in 
the Advancement Via Individual Determination (AVID) program, and academic 
achievement, as measured by student achievement indicators: Michigan Merit Exam (MME), 
a state accountability assessment, the American College Test (ACT), a college readiness 
assessment, successful completion of rigorous Advanced Placement (AP) courses, and grade 
point average (GPA). 
 Guidelines for review of scholarly literature were offered by Boote and Beile (2005).  
Multiple online databases such as ERIC and ProQuest were searched in addition to print 
materials in books and peer-reviewed journals. Key word searches were conducted and the 
reviewed literature included experimental, correlational, non-experimental, and meta-
analysis.   
The theoretical framework for this study is discussed as a prelude to a review of the 
history of assessment practices and legislation related to student achievement, research 
focused on instructional strategies to raise student achievement, and student achievement 
indicators.  Information about the AVID contractual college readiness program and each of 
the student achievement indicators is included in the literature review as well as a focus on 
empirical studies that attempted to determine the significance of students’ participation in the 
AVID program and its impact on student achievement.   
Theoretical Framework for This Study 
Teachers, psychologists, and educational reformers have spent decades exploring the 
question of why some students attain educational outcomes established by schools and other 
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agencies, and some students do not (Tollefson, 2000).  Cognitive psychologists explore even 
further by examining students’ and teachers’ beliefs regarding the probability of students’ 
success in school and how such beliefs influence teacher-student interactions and 
subsequently student achievement (Tollefson, 2000).  In the publication, Classroom 
Applications of Cognitive Theories of Motivation, Tollefson (2000) examined the following 
cognitive theories of motivation: 
expectancy X value theory (Feather, 1969; Pintrich & DeGrot, 1990) 
self-efficacy theory (Bandura, 1977, 1988) 
goal orientation theory (Dweck, 1986; Nicholls, 1984) 
attribution theory (Weiner, 1979, 1986) 
 “Teachers can use theories of motivation to analyze their interactions with students 
and to develop patterns of interactions with their students that may enhance their students’ 
willingness to expand effort in achievement-related tasks” (Tollefson, 2000, p. 64).
 Expectancy X value theory.  Expectancy theory is based on the premise that the 
degree to which students will expend effort on a task is determined by (a) their expectation 
they will be able to perform the task successfully and by doing so obtain the rewards 
associated with successful completion of the task and (b) the value they place on the rewards 
associated with successfully completing the task (Feather, 1969).  These concepts are echoed 
by Fishbein & Ajzen (1972), who opined that one behavior is chosen over another based on 
the greatest combination of expected success and value. Vroom’s (1964) expectancy theory 
explained motivation as the forces of expectancy (effort leads to performance), 
Instrumentality (performance is rewarded), and valence (rewards are valued and positive). 
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Goals are at the core of motivation, according to expectancy theories. Beliefs and 
values drive behavior to achieve a desired end. Social and psychological origins as well as 
environmental and experiential situations may also influence behavior and motivation.  
AVID’s philosophy connects to expectancy theory, as seen in the expectation that all 
students can learn challenging curriculum in a supportive environment, and that student 
performance is rewarded with favorable and valuable post-secondary options.  
Self-efficacy theory.  Bandura’s (1988) social learning theory is based on an 
individual’s beliefs about his or her abilities, which contribute to sense of self-efficacy.  
Persons with high self-efficacy attempt tasks and persevere through difficult tasks.  Bandura 
further stated that individuals with low self-efficacy expend minimum effort, and frequently 
give up easily.  This relates to the instrumentality element in Vroom’s (1964) expectancy 
theory, where the likelihood of achievement is evaluated in relation to the performance level.  
Bandura’s (1988) social efficacy theory also relates to the valence element of Vroom’s 
expectancy theory, where a positive valance indicates an individual’s preference toward 
attaining a reward, as opposed to a negative valance, which indicates that the reward does not 
meet an individual’s need or personal goal. Similarly, AVID’s philosophy espouses 
supportive learning environments with high expectations where students receive and value 
challenging learning experiences, such as AP in preparation for rewarding post-secondary 
experiences.   
A personal sense of efficacy is developed from four sources: performance 
accomplishment, observation of the performance of others, verbal persuasion and related 
types of social influence, and states of physiological arousal from which personal capabilities 
and vulnerability are judged (Bandura, 1982).     
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“For the classroom teacher, the initial task is to establish the means-end belief 
(Skinner, 1996) that effective study behaviors lead to high achievement.  Once the outcome 
expectancy has been established, the task becomes one of teaching students that they can 
implement the desired study behaviors and that doing so will increase their achievement.  
Control of the difficulty of the task and the amount of effort needed for a successful 
achievement outcome is critical to developing outcome and efficacy beliefs that promote 
achievement.” (Tollefson, 2000, p. 69).  This speaks to AVID’s philosophy regarding the 
importance of high expectations and access to a challenging curriculum for all students.  
“Teachers’ willingness to adopt such goals is related to the teachers’ outcome and efficacy 
expectations” (p. 75).   
Teacher efficacy is powerful (Tschannen-Moran, Woolfolk Hoy, & Hoy (1998).  
Teachers with a high level of personal teaching efficacy believe they have the ability to 
effectively engage students in high levels of learning (Ashton and Webb, 1986; Gibson & 
Dembo, 1984). Cognitive theories of motivation offer critical information for understanding 
the interactive patterns of teachers and students (Tollefson, 2000), and specifically regarding 
teaching and learning practices related to the AVID program for purpose of this study. Thus, 
knowledge of motivation theory and experience in creating classroom environments that 
foster student motivation and high engagement in the learning process should be an essential 
component of both pre-service and inservice educational programs to help teachers develop 
strong efficacy beliefs, who in turn will help their students develop strong efficacy beliefs 
(Tollefson, 2000).  
Goal orientation theory.  According to Dweck (1986), performance and learning 
achievement goals interact with a students’ self-efficacy beliefs and influence effort 
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expended on school tasks.  Performance goals focus on positive evaluations from others 
(Nicholls, 1984).  Learning goals focus on acquiring new skills and knowledge, even if 
failure is a part of the process (Anderman & Maehr, 1994).  “Students with performance 
goals are most likely to interpret failure as a sign of low ability and to withdraw.  Students 
with learning goals see failure as a cue to change their strategy for completing the task and 
increase their efforts.” (Tollefson, 2000, p. 70).   The AVID philosophy emphasizes the 
importance of placing students in challenging, supportive learning environments, such as AP 
classes and college campus visitations during AVID elective classes.  While evaluating and 
investing in programs such as AVID, educational leaders must consider whether there are 
similar programs that would accomplish the same goals or whether a specific program is 
needed at all to accomplish these goals?   
Attribution theory.  Weiner (1979, 1986) stated that the differences in effort 
expended by students can be explained by the differences in how students explain school- 
related successes and failures.  The relationship between expended effort, successful 
accomplishments, and feelings of pride is complex (Tollefson, 2000).  “The task demands, 
the value of the rewards associated with the task, students’ outcome and efficacy 
expectations, goal orientations, level of task involvement, age, and attributions for success 
and failure on school-related tasks all interact to explain why some students are willing to 
expend effort and others are not.” (Tollefson, 2000, p. 73).   
History of Assessment Practices and Legislation    
The Elementary and Secondary Act (ESEA) of 1965 was passed with the goal of 
improving access and quality of education for historically disadvantaged people (Pugh, 
2013).  ESEA (1965) was a part of President Johnson’s War on Poverty, and the federal 
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government’s attempt to address inequities in American education among ethnic minorities 
and socioeconomically disadvantaged students (Pugh, 2013).  
Despite decades of legislation, it was not until the passage of the Bush 
 Administration’s updated version of ESEA, No Child Left Behind Act of 2001, that 
 the federal government held states accountable for the educational improvement and 
 reduction of the academic achievement gaps for this segment of the population. (p. 
 46)   
States were required to disaggregate student performance data by ethnicity, 
socioeconomic status, and other characteristics to demonstrate achievement for all students 
(Pugh, 2013).  The Obama administration continued this focus in 2009 with Race to the Top 
(RTTT, 2009), a competitive grant initiative (Pugh, 2013).  RTTT provided incentives to 
states for educational reform strategies focused on improved student achievement (U.S. 
Department of Education, 2009). Similar to No Child Left Behind  (NCLB, 2002), RTTT’s 
goal was to increase student achievement, decrease achievement gaps among identified 
subgroups, and increase the readiness of high school graduates for college and careers (U.S. 
Department of Education, 2009). 
Research Focused on Instructional Strategies  
 Hattie (2009), Marzano (2010), Danielson (2007), and others offered options for 
school districts to align professional development, teaching methods, and assessment toward 
the goal of increasing student achievement. The impact of teacher expectations on student 
achievement was a central theme discussed by these scholars.  Hattie (2009) developed a 
ranking system regarding various influences in meta-analyses related to student learning and 
achievement.  In his recent publication, The Applicability of Visible Learning, based on 1200 
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meta-analyses, Hattie (2015) ranked teacher estimates of achievement as the highest impact 
influencing student learning and achievement.  Marzano (2010) viewed communicating high 
expectations as an instructional strategy, which included four steps for teachers: 
Identify students for whom you have low expectations 
Identify similarities in students 
Identify differential treatment of low-expectancy students 
Treat low-expectancy and high expectancy students the same 
“Addressing the issue of low expectations and differential treatment is a powerful 
strategy to enhance the achievement of those students who traditionally do not do well in the 
K-12 system” (p. 84).  
As part of Charlotte Danielson’s (2007) Framework for Teaching, teacher 
interactions with students and expectations for learning and achievement are critical 
components of high performing classroom environments.  Additionally, Ron Ritchhart 
(2015) indicated the significance of conveying clear and high expectations for all students, in 
his discussion of the eight cultural forces that define classrooms.  Teachers develop 
expectations about their students’ academic performance and interact with students based on 
those expectations (Rosenthal & Jacobs, 1968).  A growth mindset provides a way for 
teachers to focus on student potential, rather than their deficits (Dweck, 2015).   
AVID, a Contractual College Readiness Program 
  Advancement Via Individual Determination (AVID)—a K-16 college readiness 
system– espouses to help schools comprehensively and successfully prepare all students for 
college and other postsecondary opportunities.  “The primary goal of the AVID program is to 
motivate and prepare underachieving students, from underrepresented linguistic and ethnic 
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minority groups, or low-income students of any ethnicity to perform well in high school and 
to seek a college education” (Mehan et al., 1996, p. 14).  AVID is a global, nonprofit 
organization dedicated to closing the achievement gap (AVID.org). 
Mary Catherine Swanson (1993) initiated the AVID program in 1980 while serving as 
the English Department Chairperson at Clairemont High School in San Diego, California.  
As a result of a 1980 desegregation court order, approximately 500 African American and 
Hispanic students were bussed to the predominantly White Clairemont High School. 
Swanson developed an elective course to enable the students to take a college preparatory 
curriculum (Pugh, 2013; Swanson, 1993). Since that time, AVID has evolved from a one 
high school elective class into a comprehensive college readiness system.    
AVID, one of the nation’s largest college readiness systems has impacted more than 
1.2 million students, in 44 states and 16 other countries/territories (AVID Center, 2014).  
AVID has brought research-based strategies and curriculum to more than 4900 educational 
institutions including elementary, middle, and high schools, in addition to 28 postsecondary 
colleges/universities. Annually, AVID provides more than 30,000 educators training and 
methods focused on developing students’ critical thinking, literacy, and math skills across all 
content areas (AVID Center, 2014).  Extensive professional development prepares teachers, 
school leaders, and staff to implement the system, to use AVID teaching and learning 
methods and curriculum in all instruction, and to create a strong college-going culture (AVID 
Center, 2013). 
The AVID program provides academic and social support to under-achieving 
students, by equipping them with specific strategies for academic success.  These support 
structures include AVID elective classes for students in middle and high school to increase 
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access and support in advanced courses.  AVID elementary is a foundational, school-wide 
approach employed in kindergarten through sixth grade in all classrooms.  An academic 
course focused on developing students’ college success skills and reducing barriers that limit 
academic achievement is implemented in postsecondary institutions through AVID for 
Higher Education (AVID Center, 2013)  
Although the AVID college readiness system provides strategies and support for 
students in grades K-16, this study focused on the AVID elective and school-wide program at 
the high school level, which provides academic support and enrichment to students via the 
AVID elective course. The goal of proven AVID instructional methods, curriculum 
resources, and best practices in content area classes throughout the entire school is to create a 
college culture and commitment to the success of every student (AVID Center, 2013).   
The AVID curriculum emphasizes writing, collaboration, organization, and reading to 
strengthen academic skills (Guthrie & Guthrie, 2013). At the high school level, AVID 
students are enrolled in challenging classes, such as AP, honors, or collegiate dual 
enrollment, while receiving support in a daily academic AVID elective class taught by 
trained AVID teachers.  During AVID elective classes, students receive support through a 
prescribed curriculum and ongoing, structured tutorials.  AVID elective classes are designed 
to (1) promote collaboration and inquiry; (2) provide motivation through field trips to 
colleges and motivational presentations by guest speakers; and (3) develop academic skills in 
Cornell Notetaking, test-taking strategies, study skills, and assignment tracking (Black, 
Little, McCoach, Purcell, & Siegle, 2008; AVID Center, 2014). 
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Limited Peer Reviewed Empirical Research 
Radcliffe and Stephens (2008) indicated that little is known about the long-term 
effectiveness of reform efforts such as AVID.  Although AVID offers an abundance of data 
and information (AVID Center, 2014), there is limited empirical research regarding the 
impact of the AVID program.  The What Works Clearinghouse ( WWC, 2010), an 
informational service of the Institute of Education Sciences (IES) within the U.S. Department 
of Education reviewed 66 studies on AVID for adolescent learners in 2010 and found that 
only one of these studies met WWC evidence standards. This may change as new research 
emerges.   
Inconsistent findings in studies.  Studies regarding the impact of the AVID program 
are inconsistent (Rorie, 2007; Ford, 2010; Franklin, 2011; Day, 2012; Bleakley, 2013).  For 
example, Rorie (2007) reported no statistically significant effect of AVID on the Colorado 
Student Assessment Program (CSAP) Reading subtest.  In the study conducted by Day 
(2012), grade point average (GPA), rigorous curriculum (AP courses), and ACT scores were 
used as predictors of college and career readiness, and the overall findings indicated that 
students in the AVID program were significantly more successful in completing both honors 
courses and AP courses. Similar significance was found in comparing composite ACT 
scores.   
However, in the study conducted by Ford (2010), the results were mixed. Although 
there was strong evidence to support some positive effects of the AVID program on AVID 
participants regarding academic achievement, the impact that the implementation of the 
AVID program had on the achievement gap could not be substantiated.  Additionally, in the 
Franklin (2011) study, non-AVID students had the greatest propensity to reach college 
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readiness levels in language arts and mathematics.  Additionally, in a study conducted by 
Bleakley (2013), findings showed a statistically significant direct relationship between 
participation in AVID and the strength of a student’s schedule, student performance on the 
Grade 11 Language Arts section of the High School Proficiency Assessment (HSPA), and 
participation in the Preliminary SAT (PSAT).  However, there was a statistically significant 
inverse relationship between participation in AVID and GPA.   
Impact of AVID on Selected Outcome Measures  
 Grade point average (GPA).  Proponents of AVID argued that the program 
improves student GPAs.  However, according to Pugh (2013), the extant research pertaining 
to the impact of AVID on GPA indicated an unclear relationship, as most findings were 
mixed and statistically insignificant (Guthrie & Guthrie, 2000; Watt, Huerta, & Lozano, 
2007).   
Watt et al. (2007) investigated the impact of AVID and GEAR-UP (Gaining Early 
Awareness and Readiness for Undergraduate Programs), a contractual college readiness 
program similar to AVID, on academic achievement of Hispanic students in Texas.  
Academic achievement in mathematics was examined among AVID and GEAR-UP students, 
compared to students who were not participating in these programs.  The findings suggested 
that the contractual college readiness programs did not have a statistically significant impact 
on GPA.  The mean GPAs of AVID and GEAR-UP students were 80 and 80.7 respectively 
compared to 81.50 GPAs of non- AVID and non-GEAR-UP students. 
Michigan Merit Exam.  The Michigan Merit Examination (MME) assessed students 
in Grade 11 and students in Grade 12 who did not take the assessment in the eleventh grade.  
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This assessment is based on the Michigan High School Standards and is administered each 
spring (Michigan Department of Education, 2013).  The MME comprised three components:  
 ACT Plus Writing College Entrance Exam 
 Work Keys Job Skills Assessments in reading, mathematics, and “locating 
information” 
 Michigan-developed assessments in mathematics, science, and social studies 
(Michigan Department of Education, 2013).   
Results from the MME are used to monitor individual student achievement and the 
performance of individual schools and school districts (www.michigan.gov/mde).  The 
Michigan Merit Exam was an important variable in this study, as this data helped to 
determine the impact of the AVID program on student achievement. 
Four performance levels, which correspond with student scores on the MME, 
illustrate the students’ level of achievement compared to the Michigan Academic Standards.  
The performance levels provide specific information about what students know and can do 
which helps educators determine the most effective teaching and learning practices.  The four 
scoring levels are described as Advanced Proficient, Proficient, Partially Proficient, and Not 
Proficient (Michigan Department of Education, 2013).   
College Entrance ACT (American College Test).  The ACT (American College 
Test) and SAT (Scholastic Aptitude Test) are critical components of the admission process 
for four-year institutions of higher education (Evans, 2015).  Nationwide, approximately 1.65 
million students took the SAT (Adams, 2011) and 1.62 million students took the ACT for the 
graduating class of 2011(ACT, 2011). 
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For the purpose of this study, it was important to note that the ACT was a required 
part of the Michigan Merit Exam (MME) for eleventh grade students.  Some states have used  
the ACT as part of their accountability models to assess the performance of schools by 
requiring all high school students to take the ACT.  
The ACT is a norm-referenced test, used by colleges and universities as one of the 
key elements in the admissions process (Evans, 2015).  ACT content is based on periodic 
national curriculum surveys and the review of K-12 state instructional standards.  The test 
includes four subject areas: English, mathematics, reading, science, and an optional writing 
test.  The score range of each subject area test is 1–36, with the average of the four required 
subjects providing a composite score (Evans, 2015; Geiser 2009). 
In the State of Michigan, the ACT is given as part of the Michigan Merit Examination 
(MME), in the spring of the eleventh grade year.  ACT measures a high school student’s 
general education development and the ability to complete college-level work.  ACT stated 
that its scores provide an indicator of college readiness, and that scores in each of the subtests 
correspond to skills in entry-level college courses (ACT, 2013).  Furthermore, the ACT 
Assessment Student Report provides the typical ACT composite averages for colleges and 
universities admission policies, with the caution that score ranges should be considered rough 
guidelines (ACT, Inc. 2013).  
  Average composite scores typically accepted at colleges and universities are the following:  
Highly Selective  Scores 27-30  Top 10% of high school graduating class 
Selective  Scores 25-27  Top 25% of high school graduating class 
Traditional  Scores 22-24  Top 50% of high school graduating class 
Liberal  Scores 18-21  Lower half of high school graduating class  
Open   Scores 17-20  All high school graduates accepted  
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The ACT college readiness assessment was an important variable in this study, as 
these data provided information about student achievement as well as college readiness, and 
helped to examine AVID’s intended outcome regarding college readiness and successful 
entry into a college or university. 
In their seminal work on race and the college admission process, Bowen and Bok 
(1998) pointed out the following two high priority goals during the admissions process: 1) 
Accept students who will succeed at the institution academically, and 2) Use standardized 
test scores (ACT and SAT) to predict how well students will perform in college (Evans, 
2015).  According to Evans (2015), this concept of perfective validity has been the focus of 
many studies on the ACT and SAT.  The fundamental assumption is that there is an overlap 
in students’ ability on test performance and college outcomes such as grades and retention 
(Kane, 2006).   
Munday (1967) conducted the first major analyses of predictive power of the ACT, 
where the results showed the correlation between high school and college grades improved 
when high school grades were combined with ACT scores to predict college grades.  
According to Evans (2015), it is important to keep in mind that there are some flaws or 
challenges associated with the predictive validity studies; most suffer from a flaw that speaks 
to observable outcomes versus unobservable outcomes and applicants versus enrollees.  
Additionally, standardized admission tests, such as ACT and SAT, have received intense 
scrutiny and criticism due to their importance in the admission process, and as a result of the 
increased competition at selective colleges (Evans, 2015).   
Racial inequalities in ACT scores have been acknowledged for several decades 
(Evans, 2015).  In 2011, 22.4 was the average composite score for White students and 17.0 
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for Black students (ACT, 2012).  Another systemic inequality in ACT performance is 
financial, as test scores are highly correlated with family income and wealth (Evans, 2015).   
For example, in 2005, the average composite ACT score for students whose family income 
was $18,000 or less was 17.9, whereas students from families with an income above 
$100,000 scored 23.5 on average (Jaschik, 2005).    
After examining evidence from a variety of different standardized tests, Zwick (2004) 
pointed to inequalities in home and school environments as the root cause of disparities in 
test scores between low-and high-income families.  Parents from low-income households are 
less likely than high-income families to read to children, and wealthier schools provide 
greater opportunities for students through high quality instruction and better resources. 
Although we may not know the exact extent of each contribution, all of these explanations 
likely factor into the inequality observed in standardized test scores. (Zwick, 2004). The 
AVID Program strives to eliminate these barriers. 
Advanced Placement program.  Sponsored by the College Board, the Advanced  
Placement  (AP) program began in 1955. The AP program is a collaborative effort between 
secondary and postsecondary institutions, which provides opportunities for students to take 
freshman-level college courses while still in high school.  These courses are designed by 
college faculty and experienced AP teachers, based on a set of publicly available standards, 
which also include an end-of-course assessment.  Students are graded on a five-point scale; a 
score of 5 reflects the highest level of mastery of the AP course content.  A minimum score 
of 3 on an AP exam may qualify a student to receive course credit or AP from participating 
higher education institutions. 
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Numerous studies have been conducted regarding the AP program.  The research 
variables were diverse and focused on topics, such as structures, processes, and practices that 
impact student access and participation in AP programs (Allen, 2008), access to AP, unequal 
opportunity, and untapped potential (Cassity, 2013).   
The Education Testing Service (ETS) conducted one of the most comprehensive 
studies in 2008.  As national and state leaders emphasized the need to expand opportunities 
for more students to participate in advanced coursework, a report authored by Handwerk, 
Tognatta, Coley, and Gitomer (2008) created a better understanding of the challenges that 
remain in promoting access to such opportunities for all students.  
Other studies have shown that students’ social origins, such as socioeconomic status 
and race/ethnicity, influenced their track placement and subsequent academic achievement 
(Hallinan, 1994).  Thus, when schools exclude students with certain background 
characteristics from academically challenging course-work, by way of academic placement 
or access to an AP course, they inadvertently worsen the achievement and graduation gaps 
among students of different backgrounds (Handwerk et al., 2008).   
Santoli (2002) connected enrollment and completion of high school AP courses to 
college admission and financial consideration.  Conley (2005) argued that all students should 
experience challenging curriculum before enrolling in AP courses, as preparation for these 
advanced courses.  College credit earned through high school AP courses has become so 
pervasive in American high schools that colleges and universities consider AP exam scores 
to be a significant measure of high school success (Matthews, 2002). “Yet, historically, a 
disparity exists among the types of students who enroll in AP courses” (Moore & Slate, 
2008, p. 2). For example, a smaller percentage of minority students have enrolled in AP 
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courses (College Board, 2007; Klopfenstein, 2004; VanSciver, 2006). Students of color and 
economically disadvantaged students enroll in AP courses at a rate about one half of the 
enrollment rate of White students (Klopfenstein, 2004). Low socioeconomic status (SES) 
was a substantial contributing factor regarding the enrollment of students of color in AP 
courses (Klopfenstein, 2004).  
Conley (2005) stressed the importance of removing barriers, such as grade 
requirements or teacher approval, which prevent some students from enrolling in AP courses.  
The College Board strongly recommended the elimination of barriers that restrict access for 
AP courses to students from ethnic, racial, and socioeconomic groups that have been 
traditionally underrepresented in the AP program (College Board, n.d.). 
Participating in and completing AP courses is beneficial to students (College Board, 
2007; Kyburg, HerthbergDavis, & Callahan, 2007; Santoli, 2002).  Successful completion of 
AP exams, while still in high school, may benefit students and their families by reducing 
tuition costs and the amount of time required to complete college courses (Kyburg et al., 
2007); Santoli, 2002).  This is an example of valence according to Vroom’s (1964) 
expectancy theory. According to Vroom, a positive valence signals that the individual has a 
favorable preference toward the outcome (reward). Where there is a culture of high 
expectation for all students, all students have access to a challenging high school curriculum, 
and all students value the outcome of being prepared for post-secondary schooling or careers. 
Vroom’s expectancy theory of motivation explained why an individual chooses a certain 
behavior, and explores the motivational force, based on the individual’s perception of the 
desired outcome (reward).   
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Students who took AP courses and the accompanying exam demonstrated improved 
writing skills, problem-solving skills, and study habits (College Board, 2007).   These 
students “were better prepared to take on college course work and were able to earn college 
credit when successful on the AP exams” (Hansen, 2005, p. 1). The opportunity to earn 
college credit while in high school, encourages and inspires underrepresented students, 
particularly African American and Hispanic students, to attend college (Rodriguez, 2000).  
Part of AVID’s mission is to inspire and equip all students with the necessary skills to reach 
their postsecondary goals regarding college and career readiness. 
College and Career Readiness 
College readiness benchmarks.  The college readiness benchmarks are used by the 
publishers of the ACT and SAT.  These benchmark scores provide predictive information 
regarding a student’s entry level experience in college.  Similarly, educators have sought 
resources and strategies to strengthen college readiness skills for students, and help increase 
the overall quality of high school instructional programs. 
Similarly, the 1983 landmark report, A Nation at Risk, (National Commission on 
Excellence in Education) called for increasing the academic rigor in high school programs 
(Handwerk et al., 2008).  Moreover, studies by the U.S. Department of Education, Answers 
in the Toolbox (Aldeman, 1999) and The Toolbox Revisited (Aldeman, 2006), included 
findings indicating college readiness and completion was greatly influenced by the intensity 
of one’s high school curriculum.  A report by the National Academy of Sciences (2007) 
addressed the importance of creating additional opportunities for more students to take 
advanced coursework. However, although there was consensus on the importance of a 
rigorous high school curriculum, questions remained about the extent to which all students 
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have access to a strong high school program (Handwerk et al., 2008). The AVID program 
may serve as a vehicle to help educators address this problem.   
Despite claims of ensuring all students are college- and career-ready, in practice 
evidence suggest that workforce preparation has become secondary, both in the minds and 
actions of students, as well as in policies and course offerings in schools throughout the 
country (Belfanz, 2009).  A number of high-profile organizations, such as Achieve, which 
was founded by business organizations and U.S. governors, support the position that 
fundamentally the same knowledge, skills, and capacities are needed to succeed in college 
and the workforce (Belfanz, 2009).  However, scholars such as Jeannie Oakes and Norton 
Grubb, cited by Belfanz (2009) strongly contested this view, stating that blurred distinction 
leads to narrow academic focus, and loss of valuable knowledge, skills, and perspectives 
grounded in effective career preparation during high school. For this study, the researcher 
explored significant aspects of both college readiness and career readiness. 
 College readiness.  Conley (2007) defined college readiness as 
 the level of preparation a student needs to enroll and succeed, without remediation, in 
 a credit-bearing general education course at a postsecondary institution that offers a 
 baccalaureate degree or transfer to a baccalaureate program.  Succeed is defined as 
 completing entry-level courses at a level of understanding and proficiency that makes 
 it possible for the student to consider taking the next course in the sequence or next 
 level of course in the subject area. (p. 5)   
Research studies have shown that academic preparation is only one aspect of college 
readiness (Martinez & Klopot, 2005; Hernandez, 2011; Meyer, 2014).  Complex 
environmental factors such as tuition costs, lack of supportive social networks, and 
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unfamiliarity faced by first generation college students, can reduce college completion rates 
(Hernandez, 2011). 
 Career readiness.  High school programs must provide support and resources that 
meet the postsecondary needs of all students, those who do not plan to go to college, as well 
as students in the lowest academic quartile (Conley, 2007).  Both college and career 
readiness were addressed in President Obama’s blueprint for educational reform (U.S. 
Department of Education, 2010).   
High demand jobs in fields such as health, biotechnology, computer technology, and 
finance are pervasive in the market, especially in the Commonwealth of Massachusetts, 
require at least two years of college (Conley, 2007). Community colleges can meet this need.  
Yet, some high demand trades only require high school completion (Conley, 2007).  
In terms of high school state assessments, most state standards-based high school 
tests are not aligned with post-secondary learning (Standards for Success, 2003). These tests 
may be good measures of basic academic skills, but not necessarily a good measure of skills 
needed for college (Conley, 2007). 
“After generations of preparing students for either college or a vocation, a new vision 
is emerging in American schools, one that aims to prepare students for postsecondary 
learning and careers.” (Meyer, 2014, p. 1).  This shift may be the result of low student 
outcomes, and advancements in the job market requiring a more educated workforce. 
The American education system is still not meeting the needs of all students (Meyer, 2014).   
An abundance of data indicated that poor student outcomes continue to be a challenge 
in our nation’s schools.  Twenty percent of students fail to graduate from high school in four 
years (Stetser & Stillwell, 2014). Twenty-eight percent of high school graduates who enter 
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two-and four-year institutions must take remediation courses (Sparks & Malkus, 2013). A 
mere 31% of students at two-year institutions earn a degree or certificate in three years, and 
just 59% of those at a four-year institution finish in six years (National Center for Education 
Statics, 2014, tables 326.10 & 326.20).   
Looking beyond student outcomes, issues of quality, cost, and access are factors as 
well (Meyer, 2014).  “The questions of whether or not students are learning the knowledge 
and skills needed for life in the 21st century, how much the cost of college is growing, and 
which students gain access to higher education all contribute to the complex picture (Meyer, 
2014, p 1).  
Of equal importance, employment projections signal a growing need for a better-
educated and highly-skilled workforce (Meyer, 2014).  In the last 40 years, the number of 
jobs requiring some level of postsecondary education increased from 28% to 59%. This trend 
is expected to reach 65% by 2020 (Carnevale, Smith, & Strohl, 2013). Business leaders have 
also expressed concern about a mismatch between the skills that prospective employees 
possess and available jobs. This is often referred to as the skills gap (Meyer, 2014).   
All jobs do not require an undergraduate diploma, and students must understand that 
there are multiple pathways to a high-wage, high-skilled job (Meyer, 2014).  A full 
continuum of postsecondary learning, ranging from a few courses to a certificate, a two-year 
degree, a four- year degree, or a doctorate may meet the education and training requirements 
for jobs in a global economy (Meyer, 2014). “This issue of the skills gap gets at the very 
heart of the college or career versus college and career debate, tapping into generations of 
deep-seated beliefs and expectations about what the mission of our nation’s education system 
should be and  what the goal is for individual students” (p. 2).  
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The government and public policy have promoted college and a four-year degree as 
the best path to a middle class life in America, dating back to the GI Bill in 1944 (Samuelson, 
2012).  States are still struggling to define career readiness (Meyer, 2014).  Fourteen states 
reported having a statewide definition of career readiness (Center on Education Policy, 
2013).  However, in 11 of those states, the definitions are the same for college and career 
readiness, whereas 20 states are still in the process of defining career readiness (Meyer, 
2014).  Nonetheless, in order to create a comprehensive policy infrastructure for college and 
career readiness, it will be important to define the terms, establish standards, and revise 
teaching and learning to include experiential learning and employer engagement, along with 
appropriate assessments (Meyer, 2014).  
 Instructional models for career readiness will merge academic, technical, and 
workplace knowledge, as well as skills in the classroom, using teaching and learning 
strategies ranging from additional teacher training, externships, and partnerships with 
business and industry leaders to fill gaps (Meyer, 2014). This new vision for postsecondary 
learning and careers does not pit college prep against career-focused learning.  Schools must 
work in partnership with higher education, business, industry, and families to align resources 
and ensure students are prepared for the rigors of postsecondary education, career, and life 
(Meyer, 2014).  This instructional approach is aligned with a progressivist/experimentalist 
philosophy, based on the work of theorists such as Parker, Dewey, Kilpatrick, Ward, and 
Pierce, as cited by Tanner and Tanner (2007).  In progressivism, learning is student-centered 
and views the learner as an active constructor of meaning, who brings knowledge and 
experiences that help make connections while learning (Tanner & Tanner, 2007). 
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The disproportionate academic and workplace outcome for today’s  high school 
students make it possible to state that the American high school is falling short of its 
relatively new mission to prepare every student for postsecondary schooling or career 
training (Belfanz, 2009). “Classics such as Earnest Boyer’s High School, Theodore Sizer’s 
Horace’s Compromise, and Arthur Powell, Eleanor Farrar, and David Cohen’s Shopping 
Mall High School collectively depicted an institution whose predominant goal was to keep 
students occupied through an ever-diversifying assortment of courses and pathways designed 
to accommodate their presumed interests and needs.” (p. 10).  However, due to the increasing 
role of high schools in forming human capital for the information age, the authors of A 
Nation at Risk (National Commission on Excellence in Education, 1983) called for 
strengthening the academic areas of high schools via the New Basics (1983); Editorial 
Projects in Education Research Center (2004) course-taking standards, a college preparatory 
curriculum, and increased standardized testing (Belfanz, 2009).  
The standards and accountability movement has grown over the past 25 years 
(Belfanz, 2009).  Belfanz further stated that three-fourths of states have raised the number of 
credits needed for graduation, and 23 states have adopted the academic core of the New 
Basics (1983), which include four credits in English, three in mathematics, three in science, 
and three in social studies.  The average number of credits earned by a high school graduates 
increased from 21.7 in 1982 to 25.8 in 2004 (Belfanz, 2009).  There was also an increase in 
the number of students taking upper-level college-preparatory courses (Belfanz, 2009).  In 
addition to exit exams, high school students must take an array of local, state, and federal 
standardized tests (Belfanz, 2009).  The Federal No Child Left Behind Act, (NCLB, 2002) 
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mandates that every high school student is tested in reading and mathematics in at least one 
high school grade (Belfanz, 2009):   
 It is clear that all these accountability reforms, a significant increase in graduation 
 requirement, the growth of exit exams, the tightening of grade-to-grade promotion 
 requirements, and the advent of zero tolerance discipline policies, have made it harder 
 to earn a high school diploma today than it was thirty years ago.  What is less clear is 
 whether the reforms have led to better student outcomes. (p. 11)  
Simultaneously, the standards and accountability movement has surfaced high-stakes 
testing, district-wide curricula, pacing guides, and instructional coaches–all advocating for 
more homogenized instruction.  Yet, in schools with a high percentage of low-performing 
students, reform has become a routine activity, frequently accompanied by high staff 
turnover (Belfanz, 2009).   
One can argue that the trend in high school reform is going in the right direction, and 
the American high school is more focused and more academic than it was 25 years ago 
(Belfanz, 2009).  Belfanz stated that Americans seem to have reached social consensus that 
the role of the 21st century high schools is to prepare all students for post-secondary 
schooling or career training. 
Summary 
The practices outlined in these studies elevated the importance of the present study, 
which closely examined the influence of the AVID program in fulfilling the critical need of 
high-quality instructional programs aimed at college and career readiness for high school 
students, particularly students who are under-represented in institutions of higher education.  
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The present study is important because research findings continue to indicate 
significant disparities in the performance of under-represented students on standardized 
assessments and participation in AP programs.  Educational institutions continue to invest in 
programs, such as AVID, to help close this achievement gap.  The educational institution for 
this study, has participated in the AVID program for nine years.   
Additionally, school districts throughout the country have worked diligently to align 
state, and common core standards with effective teaching and learning practices.  The 
findings of this study provided additional information that may help schools strengthen 
standards alignment, instructional practice, and quality instructional programs for all 
students.  This study will add significant information to the professional literature indicating 
how programs such as AVID have the potential to influence student performance by making 
the learning environment more challenging, and thereby, potentially increase the number of 
under-represented students who take AP courses.  The purpose of this quantitative study 
was to determine how students’ participation in the Advancement Via Individual 
Determination (AVID) program influences achievement, as indicated by selected 
performance indicators of the Michigan Merit Examination (MME), American College Test 
(ACT), AP participation, and grade point average.  
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Chapter 3:  Methods 
 The purpose of this quantitative study was to determine how a students’ participation 
in the Advancement Via Individual Determination (AVID) program influences achievement, 
as indicated by selected performance indicators. Performance indicators included: 
 Michigan Merit Examination (MME) – state assessment 
 American College Test (ACT) – college readiness assessment 
 AP participation – academic rigor index  
 grade point average (Graduating GPA) 
Peer-reviewed research regarding the AVID program and its influence on student 
achievement is limited and extant current research findings are inconsistent. This study 
contributes to the existing literature, providing data and evidence to policy-makers and 
schools administrators for making informed decisions about contractual college readiness 
programs, such as AVID. 
Research Design 
 “Correlational research involves collecting data to determine whether, and to what 
degree, a relationship exists between two or more quantifiable variables” (Gay, Mills, & 
Airasian, 2012, p. 204). The correlational research design in this quantitative, exploratory, 
study served to explain the relationship and the degree of relationship between participation 
in the AVID program and student achievement and to determine the influence of other 
identified variables.  This exploratory research approach was longitudinal, as it examined 
trends and performance over time for three senior cohort groups at Academic High School 
and (Gay et al., 2012; Trochim, 2006). This study was correlational, wherein experimental 
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and control groups of participants were intact and not randomly assigned to groups (Gay et 
al., 2012, Creswell, 2013).  
Context of the Research 
The Academic School District is located in a suburban multi-lakes area in Michigan.  
This community of 42,000 residents is predominantly upper- middle class, with a significant 
segment of working-class families.  The residents are well- educated and place a strong 
emphasis on the education of their children.   
The Academic School District has an enrollment of 5500  students in grades K-12. 
The district comprises of five elementary schools, two middle schools, one comprehensive 
high school, an early college program, a post-secondary special education school, and 
preschool programs. Forty-nine languages in addition to English are represented in the 
diverse population of the school district.  Some of the most common languages represented 
include: Chaldean, Arabic, Japanese, Russian, Chinese, Hebrew, Spanish, Korean, Urdu, 
Hindi, German, Romanian, and Albanian.  Students have a strong commitment to learning, as 
represented by a 94.4% average daily attendance rate and 94.8% graduation rate.    
Academic High School has an enrollment of 1746 students in grades 9-12.  The 
school offers a comprehensive curriculum with emphasis on college and career readiness. 
Categorical and demographic data for Academic High School students are shown in Table 1. 
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Table 1 
Academic High School Student Data-2013–14 * 
Categories and Demographics  
Percentage of 
Student Population 
(N= 1746) 
Free & Reduced Lunch (Economically Disadvantaged) 26.17 
Special Education Students 12.66 
English Language Learners 4.87 
African Americans 28.52 
American Indian 0.23 
Asian 9.68 
Hispanic 1.78 
Hawaiian 0.28 
Two or more races 1.95 
Caucasian 57.56 
* Data retrieved from www.mischooldata.org    
Professional staff members include 99 teachers, six counselors, four administrators, 
and additional certified support personnel, such as social workers and psychologist.  Eighty 
percent of the staff have attained master’s degrees and 2% have doctorates. Academic High 
School is accredited by AdvancED-North Central Association Commission on Accreditation 
and School Improvement (NCA-CASI), and is consistently ranked by Newsweek magazine 
as one of the top high schools in the nation. Each year a significant number of students 
graduate with Summa Cum Laude distinction, and students are also consistently honored as 
National Merit Scholars.  
Advancement Via Individual Determination (AVID) at Academic High School.  
Academic High School implemented the AVID program in 2007 as an opportunity for 
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eligible students to receive additional support in an AVID elective class.  This approach 
enabled students to be enrolled in a challenging academic curriculum while strengthening 
their preparation for post-secondary goals. In addition to the AVID elective class, 24 
Advanced Placement (AP) courses are offered in the following areas:  American history; art; 
biology; calculus; chemistry; computers; economics; English; environmental science; 
European history; global language; government; music theory; physics; psychology; 
statistics; and world history.  For many schools, AP courses are the most advanced courses 
offered; 85% of selective institutions reported that a student’s AP experience favorably 
influences admission decisions (CollegeBoard, 2017).  
Study Participants   
The correlational design focused on clusters of individuals in three senior cohort 
classes of Academic High School for 2013, 2014, and 2015, as shown in Table 2 
Table 2 
Senior Cohorts by Academic Year 
Senior Cohorts Academic Year N= 1,345 
Cohort A 2012–13 456 
Cohort B 2013–14 470 
Cohort C 2014–15 419 
 
Sample size.  To ensure that this sample size was adequately powered, a power 
analysis was completed using G*Power 3.1 (Faul, Erdfelder, Buchner, & Lang, 2009). For an 
analysis of variance (ANOVA) with two groups, an alpha level of .05, an effect size of 0.25, 
and a power of .80, a minimum sample size of 128 is required. The graph of sample sizes at 
various power levels is shown in Figure 3.  
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Figure 3: Power Analysis Graph (Faul et al., 2009) 
Because information was collected for both the treatment and control group, this study used a 
sample size of 234 participants, including 117 in each group.  
Treatment Group.  The treatment group for this study included a total of 117 AVID 
students, identified during the senior year for each cohort group.  The eligibility criteria for 
the treatment group included the following: 
 Identified students in each senior cohort have taken at least one AVID elective 
course within the four years of their high school experience.  
To select the students, a list of seniors who were enrolled in an AVID elective course at 
Academic High School during the 2012–13; 2013–2014; and 2014–2015 school years was 
obtained from the student information management system, PowerSchool.  Identification of 
the AVID students allowed further examination of course taking patterns regarding AVID 
elective courses for the corresponding junior, sophomore, and freshman years, as shown in 
Table 3. 
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Table 3 
AVID Students –Treatment Group 
Cohort Academic Year AVID Students N=117 
Cohort A 2012–13 21 
Cohort B 2013–14 57 
Cohort C 2014–15 39 
Total  117 
Students could be enrolled in AVID courses for one to four years in high school. 
Most students in all three cohorts took one year of AVID coursework. The number of years 
students were enrolled for each cohort and the full sample is presented in Table 4. 
Table 4 
Number of Years in AVID by Cohort and Full Sample 
Cohort Number Percentage 
2012–13 Cohort (N = 21) 
 One 
 Two  
 Three 
 Four 
 
7 
6 
5 
3 
 
33.3 
28.6 
23.8 
14.3 
2013–14 Cohort (N = 57) 
 One 
 Two  
 Three 
 Four 
 
29 
18 
5 
5 
 
50.9 
31.6 
8.8 
8.8 
2014–15 Cohort (N = 39) 
 One 
 Two  
 Three 
 Four 
 
17 
5 
17 
0 
 
43.6 
12.8 
43.6 
Full Sample (N = 117) 
 One 
 Two  
 Three 
 Four 
 
53 
29 
27 
8 
 
45.3 
24.8 
23.1 
6.8 
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Control group.  The control group included 117 students who were matched on 
gender, race, and socioeconomic status (as determined by eligibility for free or reduced 
lunch). These students had not taken an AVID course. A comparison of the treatment and 
control groups on gender, race, and socioeconomic status is shown in Table 5.   
Table 5 
Crosstabulations: Comparison of Treatment and Control Groups on Matching Variables 
Matching Variable 
Group 
Total 
(N = 234) 
Treatment 
(AVID) 
(N = 117) 
Control 
(N = 117) 
N % N % N % 
Gender 
 Male 
 Female 
 
55 
62 
 
47.0 
53.0 
 
55 
62 
 
47.0 
53.0 
 
110 
124 
 
47.0 
53.0 
Ethnicity 
 African American  
 Asian 
 Caucasian 
 Other 
 
40 
2 
72 
3 
 
34.2 
1.7 
61.5 
2.6 
 
40 
2 
72 
3 
 
34.2 
1.7 
61.5 
2.6 
 
80 
4 
144 
6 
 
34.2 
1.7 
61.5 
2.6 
Socioeconomic Status 
 Free 
 Reduced 
 Full Pay 
 
17 
4 
96 
 
14.5 
3.4 
82.1 
 
17 
4 
96 
 
14.5 
3.4 
82.1 
 
34 
8 
192 
 
14.5 
3.4 
82.1 
 The majority of the participants in the two groups were female (n = 62, 53.0%). 
Among the students, 72 (61.5%) in each group were Caucasian, followed by 40 (34.2%) 
African American. Most of the students in both groups (n = 96, 82.1%) were not eligible for 
free or reduced lunch, whereas 17 (14.5%) in each group qualified for free lunch.  
Data Collection  
The researcher secured approval from the Academic School District regarding all data 
collection (See Appendix A).  All compliance requirements of the Family Educational Rights 
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and Privacy Act (FERPA) and the Protection of Pupil Rights Amendment (PPRA), which are 
designed to protect the privacy of students’ educational records, were followed (Gay et. al., 
2012).  Data were handled in a confidential manner by the researcher throughout this study.  
Only aggregate data were reported for this study.  None of the statistical reports for this study 
included identifiable student data.  No unauthorized individuals had access to this 
information. 
Data collection strategies included retrieving preexisting information from a student 
information management system, PowerSchool; state assessment data files; and College 
Board data files (CollegeBoard, 2013).  These data were retrieved from the data sources 
listed above and organized into Microsoft Excel Spreadsheets. The cleaned and formatted 
data were in correct form to be imported into IBM-SPSS ver 24.0 statistical software.   
Data Sources   
Independent variables and data sources.  The independent variables for this study 
include participation in the AVID program, as well as the following descriptive variables 
used for matching:  race, gender, and socioeconomic status. These matching variables were 
selected because previous research indicated that they tend to covary with academic 
achievement (Falbe, 2014).  By matching on these variables, the goal was to reduce selection 
bias between treatment and control participants. Student information about race, gender, and 
socioeconomic status was retrieved from the student information management system, Power 
School, a web-based student information system.  These data were exported from Power 
School into an Excel spreadsheet.   
 Dependent Variables and data sources.  The dependent variables for this study 
include the outcomes from Michigan Merit Exam (MME), American College Test (ACT); 
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AP program (AP); and grade point average (GPA) at graduation. The Michigan Department 
of Education (2013) data file was used to retrieve information for the MME and ACT 
outcomes. Information for the AP program and GPA data were retrieved from PowerSchool. 
Each of the variables and their measurement is presented in Table 6. 
Table 6 
Measurement and Analysis Method by Status of Variables 
Variable Measurement Status -Type of Variable 
Dependent Variables 
Student 
Achievement 
MME 
Reading 
Mathematics 
Ordinal  
4 = Advanced 
3 = Proficient 
2 = Partially Proficient 
1 = Not Proficient 
 ACT 
College Readiness  
Benchmark Score 
English/Reading 
Mathematics 
 
 
Dichotomous 
1 = Below benchmark 
2 = At or above benchmark 
 
 
 
 
 Total number of AP Classes 
 
 
Number of AP Classes in English 
Mathematics 
 
 
AP 
C or higher in course 
 
 
 
3 or above on exam 
 
Continuous – Actual 
number of courses 
 
 
Continuous – Actual 
number of courses 
 
 
Dichotomous 
Course 
1 Less than a C 
2 C or Better 
 
Dichotomous 
Exam  
1 Score less than 3 
2 Scored 3 or higher 
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Variable Measurement Status -Type of Variable 
 GPA Continuous 
 
Independent 
Variables 
Group Membership 
Participate in AVID Courses 
Did not participate in AVID Courses 
Dichotomous 
1 = AVID (Treatment) 
2 = Control 
Descriptive Variables (Used for Matching) 
Race African American 
Asian 
Caucasian 
Other 
Nominal 
1 African American  
2 Asian 
3 Caucasian 
4 other 
Gender Male or Female Dichotomous 
1 = Male 
2 = Female 
 
Socioeconomic 
Status 
(SES) 
Eligible for Free or Reduced  
Lunch 
 
 
Nominal 
1 = Free 
2 = Reduced 
3 = Not Eligible 
 
AVID Courses Number of AVID Elective Courses from 
9th through 12th grades 
Continuous 
Actual number of classes 
 
Data source (MME).  Michigan Department of Education (2013) data file was used 
to retrieve the MME scores for all participants.  These data were exported into an Excel 
spreadsheet.  The scores for reading and mathematics were used for this study. Students 
received a numerical scale score, and based on that score were ranked according to four 
performance levels; Not Proficient (1), Partially Proficient (2), Proficient (3), or Advanced 
(4).   Cut score ranges for each performance level are determined by Michigan Department of 
Education bureaucrats.  
Data source (ACT).  Michigan Department of Education (2013) MME/ACT Data 
File was used to retrieve the ACT scores for all participants.  These data were exported into 
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an Excel spreadsheet.  The ACT scores in the areas of reading, English, and mathematics 
were used for this study.  The minimum college readiness benchmark score for reading was 
22, the minimum benchmark score for English was 18,  and the minimum benchmark score 
for mathematics was 22 (ACT, 2013), with benchmark scores remaining constant over the 
three years. The number 2 was used for ACT scores that were at or above the benchmark 
scores and a 1 was used for scores that were lower than the benchmark scores.  Benchmark 
scores were not available for the composite score. 
Data source (AP).  Three variables were used for AP course data: the number of 
English and mathematics AP courses, the grades in the English and mathematics AP courses, 
and results on the AP exams for English and mathematics. The total number of AP courses 
provided an additional point of information. These data were exported into an Excel 
spreadsheet from PowerSchool (2016). Students could take multiple courses in English and 
mathematics while they were in high school. The grades they received were in the English or 
mathematics were averaged to obtain a composite grade. Grades that were at or above a C 
were categorized as a 2 and grades below a C were categorized as a 1.  
The College Board Data File (CollegeBoard, 2013) was used to retrieve the AP exam 
scores for English and mathematics for all participants. If students completed more than one 
exam in either English or mathematics, the scores were averaged. For the purpose of this 
study an AP Exam Score of 3 or higher was used as the benchmark. AP tests are scored on a 
scale from 1 to 5 in the following manner: 5 – Extremely well qualified; 4 – Well qualified; 3 
– Qualified; 2 – Possibly qualified; and 1 – No recommendation. Using the benchmark of 3, a 
2 was used for scores of 3 or higher and a 1 was used to designate scores lower than 3. Also, 
since students may have taken an AP course and did not take the exam, the student 
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information management system, PowerSchool, was utilized to retrieve AP course final 
grades for all participants. Additionally, completing an AP course with a final grade of C or 
higher was considered successful. 
Data source grade point average. The students’ cumulative grade point average 
(GPA) at graduation was obtained from PowerSchool (2016). The students could have GPAs 
that exceed 4.00 because of extra points awarded for AP courses. The scores were used as a 
continuous variable, with no other coding used. 
Data Analysis 
A variety of statistical techniques were used to analyze all data, which included chi 
square tests for independence, and one-way analysis of variance (ANOVA).  All statistical 
procedures were consistent with the research questions, hypotheses, and type of data 
collected.  The IBM-SPSS ver. 24 software was used to conduct the statistical analyses.  A 
criterion alpha level of .05 was used to determine significance for all analyses in this study.   
 Matching of demographic variables. This process was conducted to minimize 
selection bias.  Students’ graduation year, gender, race, and socioeconomic status were 
obtained for both the treatment and control group participants.  Students in the treatment 
(AVID) group were used as the primary group, with students in the control group matched on 
the four variables. The students in both groups were sorted by year. Only the four variables 
used for matching were used to select members of the control group to minimize selection 
bias related to grade point averages or performance on MME, ACT, and AP classes.  This 
matching can help strengthen causal arguments in correlational and observational studies by 
reducing selection bias (Randolph, Falbe, Manuel, & Balloun, 2014). After the matching was 
complete, a data set was created with the matched treated and control cases and 
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crosstabulations of gender, race, and socioeconomic status used to verify the veracity of the 
matching.   
 Prior to completing the inferential statistical analyses used to address the research 
questions, pretest equivalencies were completed, comparing the students in the AVID and 
control groups on their eighth grade MEAP reading and mathematics test outcomes. The 
levels of attainment (advanced, proficient, partially proficient, and not proficient) were 
compared using crosstabulations and chi-square test for independence. Separate analyses 
were performed for each cohort separately and for the full sample. The results of these 
analyses are presented in Chapter 4. 
 Inferential Analyses. The four research questions were tested using a combination of 
inferential statistical analyses, including chi-square for independence, and one-way analysis 
of variance (ANOVA).  The choice of statistical test was based on the scale of measurement 
of the dependent variables. Table 7 presents the statistical analyses that were used to address 
each research question and test the associated hypotheses.  
Table 7 
Statistical Analysis 
 
Research Questions and 
Hypotheses 
Variable Statistical Analyses 
Research Question 1.  What 
influence did participation in 
the AVID program have on 
students’ performance on the 
Grade 11 Michigan Merit 
Exam (MME) in reading and 
mathematics? 
 
Null Hypothesis A:  No 
statistically significant 
relationship exists between 
Dependent Variables 
Student performance on 
MME for Reading and 
Mathematics  
(Ordinal) 
 
Independent Variable 
Participation in AVID 
program (Dichotomous) 
 
 
Separate chi-square tests for 
independence were used to 
determine if there is an 
association between 
performance on the MME in 
reading and mathematics 
and participation in the 
AVID program.  
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Research Questions and 
Hypotheses 
Variable Statistical Analyses 
participation in the AVID 
program and student 
performance on the Michigan 
Merit Exam (MME) – Grade 
11 in reading for the 
following senior cohorts: 
2012–13, 2013–14, and  
2014–15. 
 
Null Hypothesis B:  No 
statistically significant 
relationship exists between 
participation in the AVID 
program and student 
performance on the Michigan 
Merit Exam (MME) – Grade 
11 in mathematics for the 
following senior cohorts: 
2012–13, 2013–14, and  
2014–15. 
Research Question 2.  What 
influence did participation in 
the AVID program have on 
students’ performance on the 
Grade 11 ACT test in the 
areas of English, reading and 
mathematics? 
Null Hypothesis C:  No 
statistically significant 
relationship exists between 
participation in the AVID 
program and student 
performance on the 
American College Test 
(ACT) – Grade 11 in English 
language arts for the 
following senior cohorts: 
2012–13, 2013–14, and 
2014–15. 
Null Hypothesis D:  No 
statistically significant 
relationship exists between 
Dependent Variables 
Student performance on 
ACT for English, reading, 
and mathematics 
(Dichotomous) 
 
Independent Variable 
Participation in AVID 
program (Dichotomous) 
 
 
Student performance on 
ACT (at or above 
benchmark/below 
benchmark) for English, 
reading, and mathematics 
were crosstabulated by 
participation in the AVID 
program.  
 
Separate chi-square tests for 
independence were used to 
determine if there is an 
association between 
performance on ACT (at or 
above benchmark/below 
benchmark) and 
participation in the AVID 
program 
54 
 
Research Questions and 
Hypotheses 
Variable Statistical Analyses 
participation in the AVID 
program and student 
performance on the 
American College Test 
(ACT) – Grade 11 in 
mathematics for the 
following senior cohorts: 
2012–13, 2013–14, and 
2014–15. 
Research Question 3.  Was 
there any difference between 
students’ participation in the 
AVID program and 
enrollment in AP courses in 
English and mathematics? 
Null Hypothesis E:  No 
statistically significant 
difference exists between 
participation in the AVID 
program and student 
performance in the AP 
program in English cohorts: 
2012–13, 2013–14, and 
2014–15. 
Null Hypothesis F:  No 
statistically significant 
difference exists between 
participation in the AVID 
program and student 
performance in the AP 
program, in mathematics for 
the following senior cohorts: 
2012–13, 2013–14, and 
2014–15. 
Dependent Variables 
Number of A P courses in 
English and mathematics 
(Continuous) 
 
Grades in AP courses in 
English and mathematics 
(Dichotomous) 
 
Performance on AP exams 
(Dichotomous) 
 
Independent Variable 
Participation in AVID 
program (Dichotomous) 
 
 
A one-way analysis of 
variance (compare the 
number of A P courses in 
English and mathematics. 
 
If a statistically significant 
difference was found on the 
ANOVA, the between 
subjects effects were 
examined to determine 
which of the two dependent 
variables are contributing to 
the statistically significant 
difference.  
 
If a statistically significant 
difference is obtained for 
either English or 
mathematics, the mean 
scores of the two groups 
were compared to determine 
the direction of the 
difference.  
 
Student performance on AP 
exams for English/ reading 
and mathematics was 
crosstabulated by 
participation in the AVID 
program.  
 
Separate chi-square tests for 
independence were used to 
determine if there is an 
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Research Questions and 
Hypotheses 
Variable Statistical Analyses 
association between 
performance on A P exams 
in English/reading and 
mathematics and 
participation in the AVID 
program. 
Research Question 4.  Was 
there any difference between 
students’ participation in the 
AVID program and overall 
grade point average (GPA)? 
Null Hypothesis G:  No 
statistically significant 
relationship exists between 
participation in the AVID 
program and a student’s 
overall grade point average 
(GPA) for the following 
Senior Cohorts: 2012–13, 
2013–14, and 2014–15.  
Dependent Variables 
Overall grade point 
average (Continuous) 
 
Independent Variable 
Participation in AVID 
program (Dichotomous) 
 
 
A one-way analysis of 
variance (ANOVA) was 
used to determine if overall 
grade point average differs 
by participation in the AVID 
program. If a statistically 
significant difference is 
present, the mean scores 
were compared to determine 
the direction of the 
difference. 
 
Experimental Validity 
Any uncontrolled extraneous variables that affect performance on the dependent 
variable are threats to the validity of a study (Gay et al., 2012).  Internal validity is the degree 
to which observed differences on the dependent variable are a direct result of manipulation of 
the independent variable, thus focusing on any rival explanations that influence the outcomes 
of a study that are not due to the independent variable (Gay et al., 2012).  Campbell and 
Stanley (1963) and Cook and Campbell, (1979) identified eight main threats to internal 
validity: history, maturation, testing, instrumentation, statistical regression, differential 
selection of participants, mortality and selection-maturation.  As the data used in this study 
were obtained from records and not obtained from extant participants, the threats to internal 
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validity of the study are minimal. However, selection bias could also be a potential challenge 
to internal validity because students applied for the AVID program (Onwuegbuzie, 2003).    
 External validity is the degree to which study results are generalizable to groups and 
environments outside the experimental setting, thus focusing on threats or rival explanations 
that would prohibit the results of a study to be generalized to other settings or groups (Gay et 
al., 2012).  Threats to external validity include the following: pre-test treatment interaction; 
selection-treatment interaction; multiple-treatment interference; specificity of variables; 
treatment diffusion; experimenter effects; and reactive arrangements (Gay et al., 2012; 
Campbell & Stanley, 1963; Bracht & Glass, 1968).   
 In this study, the lack of authentic randomization was addressed using matching to 
reduce bias as samples were selected for this study.  Matching is a technique used to equate 
groups on one or more variables, usually those highly related to performance on the 
dependent variable (Gay et al., 2012), which are the student achievements indicators in this 
study.   
Validity and Reliability of Measuring Instruments 
Validity refers to the degree to which a test measures what it is intended to measure, 
and consequently allows appropriate interpretation of the related scores   Four forms of test 
validity are discussed by researchers: content validity; criterion-related validity; construct 
validity; and consequential validity.  Reliability is the degree to which a test consistently 
measures what it is intended to measure (Gay et al., 2012).  Five general types of reliability 
include: stability (test-retest); equivalence (alternative forms); equivalence and stability; 
internal consistency; and scorer/rater. 
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 In this study the researcher examined several assessments including MME, ACT, and 
AP, as student achievement indicators, to help determine the influence of the AVID program.  
Each year a Michigan Merit (MME) Examination Technical Manual is published, which 
includes validity and reliability protocols and evidence.  Examples of validity data include 
construct validity evidence from content and curricular validity; and construct-related 
validity evidence from criterion validity analyses. Reliability data include rater monitoring 
with rater validity checks and inter-rater reliability (Michigan Department of Education, 
2013).  
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Chapter 4: Analysis of the Data 
The purpose of this study was to examine the impact of students’ participation in the 
Advancement Via Individual Determination (AVID) college readiness system and students’ 
academic achievement using multiple measures, including the Michigan Merit Exam (MME) 
state assessment, the American College Test (ACT) college readiness assessment, the 
Advanced Placement (AP) program, and grade point average (GPA). The data were drawn 
for three cohorts of high school graduates in years 2013, 2014, and 2015 from one large high 
school in a Midwestern state.  
Voluntary participation in this study comprised two groups of students–those who 
applied to take AVID elective classes and were enrolled in the AVID program (N = 117) and 
a control group of students (N = 117) in the high school. (See Appendix B for AVID 
application criteria). The students in the control group were matched with students in the 
AVID group on the year of graduation, gender, race, and socioeconomic status. 
Socioeconomic status was based on eligibility for free or reduced lunch programs.  
The data for the study were drawn from a variety of sources, including Michigan 
Department of Education (2013) data files, PowerSchool (2016), and College Board data 
files. These data were combined into a single data file for analysis using IBM-SPSS ver. 24.  
 Four research questions and associated hypotheses guided this study. Each question 
was analyzed using inferential statistical analyses. All decisions on the statistical significance 
of the findings were made using a criterion alpha level of .05. 
Prestudy Equivalencies 
 Prior to testing the hypotheses developed for this study, the eighth grade Michigan 
Education Assessment Program (MEAP) test outcomes were compared between students in 
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the AVID and control groups to determine if the groups differed on reading and mathematics 
prior to beginning the ninth grade. The results for students in the three cohorts who were 
enrolled in the school district in the eighth grade were included in this analysis. The 
proficiency levels on the MEAP reading tests were crosstabulated by group membership, 
with chi-square tests for independence used to determine if an association existed between 
MEAP outcomes for reading and mathematics and group membership. The results for the 
2012-13 cohort are presented in Table 8.  
Table 8  
Crosstabulations: Performance on 8th Grade MEAP – Reading by Group Membership 
(2012–13)  
 
Reading 
Performance 
Group 
Total AVID Control 
N % N % N % 
Advanced 7 36.8 8 44.4 15 40.5 
Proficient 9 47.4 8 44.4 17 45.9 
Partially Proficient 2 10.5 1 5.6 3 8.2 
Not Proficient 1 5.3 1 5.6 2 5.4 
Total 19 100.0 18 100.0 37 100.0 
χ2 (3) = .43, p = .934 
  
The majority of the students were either advanced (n = 15, 40.5%) or proficient (n = 
17, 45.9%) in reading. The results of the chi-square test for independence comparing the 
students in the AVID and control groups in the 2012-13 cohort was not statistically 
significant, χ2 (3) = .43, p = .934, indicating scoring on the MEAP reading test was 
independent of group membership. The results for the 2013-14 cohort are presented in Table 
9. 
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Table 9  
Crosstabulations: Performance on 8th Grade MEAP – Reading by Group Membership 
(2013–14)  
 
Reading 
Performance 
Group 
Total AVID Control 
N % N % N % 
Advanced 20 35.7 30 62.5 50 48.2 
Proficient 35 62.5 16 33.3 51 49.0 
Partially Proficient 1 1.8 1 2.1 2 1.9 
Not Proficient 0 0.0 1 2.1 1 1.9 
Total 56 100.0 48 100.0 104 100.0 
χ2 (3) = 9.52, p = .023 
  
 Fifty (%) 48.2of students scored at the advanced level in reading. Included in this 
number were 20 (35.7%) of the students in the AVID group and 30 (62.5%) of students in the 
control group. Among the 51 (49.0%) students who scored at the proficient level on the 
MEAP reading test, 35 (62.5%) were in the AVID group and 16 (33.3%) were in the control 
group. Chi-square tests for independence were used to compare the two groups on their 
proficiency levels. The results of this analysis were statistically significant, (χ2 (3) = 9.52, p = 
.023), indicating that test performance on the MEAP reading was dependent on group 
membership. Results for the 2014-15 cohort is presented in Table 10. 
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Table 10  
Crosstabulations: Performance on 8th Grade MEAP – Reading by Group Membership 
(2014–15)  
 
Reading 
Performance 
Group 
Total AVID Control 
N % N % N % 
Advanced 11 35.5 17 50.0 28 43.1 
Proficient 18 58.0 14 41.2 32 49.2 
Partially Proficient 2 6.5 3 8.8 5 7.7 
Not Proficient -- -- -- -- -- -- 
Total 31 100.0 34 100.0 65 100.0 
χ2 (2) = 1.85, p = .396 
  
 Eleven (35.5%) students in the AVID group and 17 (50.0%) students in the control 
group scored at the advanced level. Thirty-two (49.2%) students, including 18 (58.0%) 
students in the AVID group and 14 (41.2%) students in the control student were at the 
proficient level. None of the students in the 2014-15 cohort scored at the not proficient level. 
The results of the chi-square test for independence was not statistically significant, indicating 
that test scores were independent of group membership, χ2 (2) = 1.85, p = .396. The results of 
the analysis for the total group are presented in Table 11.  
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Table 11 
Crosstabulations: Performance on MME – Reading by Group Membership (Full Sample) 
Reading 
Performance 
Group 
Total AVID Control 
N % N % N % 
Advanced 36 35.8 55 55.0 93 45.1 
Proficient 62 58.5 38 38.0 100 48.5 
Partially Proficient 5 4.7 5 5.0 10 4.9 
Not Proficient 1 0.9 2 2.0 3 1.5 
Total 106 100.0 100 100.0 206 100.0 
χ2 (3) = 9.03, p = .029 
 
Of the 93 (45.1%) students who scored at the advanced level, 36 (35.8%) were in the 
AVID group and 55 (55.0%) were in the control group. One hundred (48.5%) of students 
scored at the proficient level on the MEAP reading test. Included in this number were 62 
(58.8%) students in the AVID group and 38 (38.0%) in the control group. The results of the 
chi-square test for independence was statistically significant, χ2 (3) = 9.03, p = .029. This 
finding provides support that test outcomes on the MEAP reading test were dependent on 
group membership. 
The three cohorts of students were compared to determine patterns in the 8th grade 
MEAP outcomes. In each of the three years, the majority of students in the AVID and control 
groups consistently scored at the advanced or proficient levels on the MEAP reading test. 
With the exception of the 2013–14 cohort, the differences between the students in the two 
groups were not statistically significant, indicating that test outcomes were not associated 
with group membership. However, in 2013-14, a greater percentage of students in the control 
group scored at the advanced level, while the largest group of students in the AVID group 
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scored at the proficient level.  It is not known if these differences at eighth grade made a 
difference in the outcomes measured at the senior level. 
The students’ proficiency levels on the eighth grade MEAP math test were obtained 
from student records. The proficiency levels were crosstabulated by group membership, 
AVID or control. The results of this analysis are presented in Table 12. 
Table 12  
Crosstabulations: Performance on 8th Grade MEAP – Mathematics by Group Membership 
(2012–13)  
 
Reading 
Performance 
Group 
Total AVID Control 
N % N % N % 
Advanced 10 52.6 11 61.0 21 56.8 
Proficient 5 26.3 3 16.7 8 21.6 
Partially Proficient 4 21.1 3 16.7 7 18.9 
Not Proficient 0 0.0. 1 5.6 1 2.7 
Total 19 100.0 18 100.0 37 100.0 
χ2 (3) = 1.67, p = .645 
  
 The majority of students (n = 21, 56.8%) scored at the advanced level on the MEAP 
mathematics test. Of this number, 10 (52.6%) students were in AVID group and 11 (61.0%) 
students were in the control group. Five (26.3%) students in the AVID group scored at the 
proficient level and 3 (16.7%) students in the control group scores at the proficient level. 
Results of the chi-square test for independence were not statistically significant, (χ2 (3) = 
1.67, p = .645), indicating that test outcomes on the MEAP mathematics test were 
independent of group membership. The results for the 2013-14 cohort is presented in Table 
13. 
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Table 13  
Crosstabulations: Performance on 8th Grade MEAP – Mathematics by Group Membership 
(2013–14)  
 
Reading 
Performance 
Group 
Total AVID Control 
N % N % N % 
Advanced 29 51.8 30 62.5 59 56.7 
Proficient 22 39.3 10 20.8 32 30.8 
Partially Proficient 5 8.9 7 14.6 12 11.5 
Not Proficient 0 0.0 1 2.1 1 1.0 
Total 56 100.0 48 100.0 104 100.0 
χ2 (3) = 5.27, p = .153 
  
 Twenty-nine (51.8%) students in the AVID group and 30 (62.5%) of students in the 
control group scored advanced. A greater percentage of students in the AVID group (n = 22, 
39.3%) scored proficient than students in the control group (n = 10, 20.8%). The results of 
the chi-square test for independence was not statistically significant (χ2 (3) = 5.27, p = .153), 
providing support that scores on the MEAP math test were independent of group 
membership. The results for the 2014-15 cohort are presented in Table 14. 
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Table 14 
Crosstabulations: Performance on 8th Grade MEAP – Mathematics by Group Membership 
(2014–15)  
 
Reading 
Performance 
Group 
Total AVID Control 
N % N % N % 
Advanced 16 51.6 20 57.1 36 54.5 
Proficient 12 38.7 7 20.0 19 28.8 
Partially Proficient 3 9.7 7 20.0 10 15.2 
Not Proficient 0 0.0 1 2.9 1 1.5 
Total 31 100.0 35 100.0 66 100.0 
χ2 (3) = 4.13, p = .247 
  
 The majority of students both in the AVID group (n = 16, 51.6%) and control group 
(n = 20, 57.1%) scored at the advanced level. Of the 19 (28.8%) students who scored at 
proficient, 12 (38.7%) were in the AVID group and 7 (20.0%) were in the control group. The 
results of the chi-square test for independence was not statistically significant (χ2 (3) = 4.13, 
p = .247), indicating that the scores on the MEAP math test were independent of group 
membership. The results for the combined three cohorts are presented in Table 15. 
 
  
66 
 
Table 15  
Crosstabulations: Performance on 8th Grade MEAP – Mathematics by Group Membership 
(Full Sample)  
 
Reading 
Performance 
Group 
Total AVID Control 
N % N % N % 
Advanced 55 51.9 61 60.4 116 56.0 
Proficient 39 36.8 20 19.8 59 28.6 
Partially Proficient 12 11.3 17 16.8 29 14.0 
Not Proficient 0 0.0 3 3.0 3 1.4 
Total 106 100.0 101 100.0 207 100.0 
χ2 (3) = 10.18, p = .017 
  
 A total of 116 (56.0%) students scored at advanced on the MEAP mathematics test 
completed in the eighth grade. Of this number, 55 (51.9%) were in the AVID group and 61 
(60.4%) were in the control group. Included in the 59 (28.6%) students who scored at 
proficient, 39 (36.8%) were in the AVID group and 20 (19.8%) were in the control group. 
The chi-square test for independence used to determine if math scores were independent of 
group members was statistically significant, (χ2 (3) = 10.18, p = .017), indicating an 
association between group membership and mathematics outcomes on the MEAP. 
 Care must be taken in interpreting these results. When the individual cohorts were 
considered separately, no statistically significant associations were observed between group 
membership and scores on the MEAP mathematics test. By combining the three cohorts, the 
differences that were minimal at each level became more pronounced. However, when the 
results were examined for the overall group, 88.7% of the AVID students scored either 
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advanced or proficient, while 80.2% of the control group scored at this level. It is not known 
if these differences starting at eighth grade would affect their outcomes four years later. 
Answers to Research Questions and Related Hypotheses 
Research Question 1: What influence did participation in the AVID program have 
on students’ performance on the Grade 11 Michigan Merit Exam (MME) in reading and 
mathematics?   
Null Hypothesis A:  No statistically significant relationship exists between 
participation in the AVID program and student performance on the Michigan Merit Exam 
(MME) – Grade 11 in reading for the following senior cohorts: 2012–13, 2013–14, and 
2014–15. 
 Reading. The students’ performance levels on the MME for reading were 
crosstabulated by group membership (AVID or control) for each of the three cohorts. Chi-
square tests for independence were used to determine if an association existed between group 
membership and outcomes on the MME for reading. Results of the crosstabulation of MME 
reading test for each cohort group and the full sample irrespective of cohort, on MME 
reading test by group membership are shown in Tables 16, 17, 18, and 19.  
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Table 16 
Crosstabulations: Performance on MME – Reading by Group Membership (2012–13)  
Reading 
Performance 
Group 
Total AVID Control 
N % N % N % 
Advanced 1 4.8 8 38.1 9 21.5 
Proficient 13 61.9 8 38.1 21 50.0 
Partially Proficient 7 33.3 1 4.8 8 19.0 
Not Proficient 0 0.0 4 19.0 4 9.5 
Total 21 100.0 21 100.0 42 100.0 
χ2 (3) = 15.14, p = .002 
  
 The majority of students in the 2012–13 AVID group scored at the proficient and 
partially proficient levels on the MME reading test.  Most of the students in the 2012–13 
control group scored at the advanced and proficient levels, with some students scoring at the 
not proficient level. The results of the chi-square test for independence used to compare the 
two groups on the MME reading test were statistically significant (χ2 [3] = 15.14, p = .002), 
indicating an association between group membership and performance on the MME reading 
for the 2012–13 cohort.  
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Table 17 
Crosstabulations: Performance on MME – Reading by Group Membership (2013–14 
Cohort) 
Reading 
Performance 
Group 
Total AVID Control 
N % N % N % 
Advanced 4 7.0 12 21.1 16 14.0 
Proficient 30 52.6 29 50.8 59 51.8 
Partially Proficient 18 31.6 11 19.3 29 25.4 
Not Proficient 5 8.8 5 8.8 10 8.8 
Total 57 100.0 57 100.0 114 100.0 
χ2 (3) = 5.71, p = .127 
 
 In examining the 2013–14 cohort data, more students in the control group continued 
to score at the advanced level.  However, in this cohort an increased number of students in 
the control group scored at the partially proficient level, whereas AVID students continued to 
score at the proficient and partially proficient levels. 
To determine if the MME reading scores were independent of group membership, a 
chi-square test was used. Results of this test were not statistically significant (χ2 [3] = 5.71, p 
= .127), indicating that test scores were independent of group membership.  
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Table 18 
Crosstabulations: Performance on MME – Reading by Group Membership (2014–15 
Cohort) 
Reading 
Performance 
Group 
Total AVID Control 
N % N % N % 
Advanced 4 10.3 5 12.8 9 11.5 
Proficient 24 61.5 23 59.0 47 60.3 
Partially Proficient 9 23.1 7 17.9 16 20.5 
Not Proficient 2 5.1 4 10.3 6 7.7 
Total 39 100.0 39 100.0 78 100.0 
χ2 (3) = 1.05, p = .789 
 
 The trend of most of the AVID students scoring at the proficient and partially 
proficient levels continued with the 2014–15 cohort.  Although the number of students 
scoring at the advanced level was extremely close when comparing results between the 
control group and AVID students.  Most of the students in the control group scored at the 
proficient level in this cohort as well.  
The results of the chi-square test for independence used to determine if performance 
levels on the MME reading test were independent of group membership was not statistically 
significant ( χ2 [3] = 1.05, p = .789). This finding provided evidence that MME reading 
scores were independent of group membership.  
In comparing outcomes for the three cohorts, the students in the AVID group tended 
to cluster in proficient or partially proficient performance levels, whereas students in the 
control group were more likely to score at the advanced or proficient levels. Students are 
targeted for participation in the AVID program based on performance in the academic 
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middle. These students are expected to improve their academic performance based on the 
support and rigor of the AVID elective course. These data do not support the targets for 
reading based on the students’ outcomes.  Table 19 presents results for the full sample, 
irrespective of cohort, on MME reading test by group membership. 
Table 19 
Crosstabulations: Performance on MME – Reading by Group Membership (Full Sample) 
Reading 
Performance 
Group 
Total AVID Control 
N % N % N % 
Advanced 9 7.7 25 21.4 34 14.5 
Proficient 67 57.2 60 51.3 127 54.4 
Partially Proficient 34 29.1 19 16.2 53 22.6 
Not Proficient 7 6.0 13 11.1 20 8.5 
Total 117 100.0 117 100.0 234 100.0 
χ2 (3) = 13.96, p = .003 
 
 The results of the chi-square test for independence used to determine if an association 
was found between the reading levels on the MME and group membership, for the full 
sample,  were statistically significant (χ2 [3] = 13.96, p = .003). This finding provides support 
that performance levels on the MME reading test differed between students who participated 
in the AVID program and students in the control group.  
Based on the statistically significant findings for the full sample, the null hypothesis 
of no statistically significant relationship between performance on the MME reading tests 
and group membership was rejected. In examining results for each of the cohorts, a 
statistically significant difference was obtained only for the 2012–13 cohort.   
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 Null Hypothesis B:  No statistically significant relationship exists between 
participation in the AVID program and student performance on the Michigan Merit Exam 
(MME) – Grade 11 in mathematics for the following senior cohorts: 2012–13, 2013–14, and 
2014–15. 
 The scores on the mathematics section of the MME were compared between the 
students who completed AVID courses and those in the control group. Results for each 
cohort are shown followed by the full sample in Tables 20, 21, 22, and 23. 
Table 20 
Crosstabulations: Performance on MME – Mathematics by Group Membership (2012–13 
Cohort) 
 
Mathematics 
Performance 
Group 
Total AVID Control 
N % N % N % 
Advanced 1 4.8 5 23.8 6 14.3 
Proficient 5 23.8 5 23.8 10 23.8 
Partially Proficient 11 52.4 7 33.3 18 42.9 
Not Proficient 4 19.0 4 19.1 8 19.0 
Total 21 100.0 21 100.0 42 100.0 
χ2 (3) = 15.14, p = .002 
 
 The largest group of students (n = 18, 42.9%) scored at the partially proficient level. 
The pattern continued with most of the AVID students scoring at the proficient and partially 
proficient levels.  However, within the AVID group the number of students scoring at the 
proficient and not proficient levels were very close.  Whereas most of the students in the 
control group scored at the partially proficient level, the number of students scoring at the 
advanced, proficient, and not proficient levels were similarly distributed.  The results of the 
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chi-square test for independence was statistically significant, (χ2 [3] = 15.14, p = .002), 
indicating that MME outcomes for mathematics was dependent on group membership.  
Table 21 
Crosstabulations: Performance on MME – Mathematics by Group Membership (2013–14 
Cohort) 
 
Mathematics 
Performance 
Group 
Total AVID Control 
N % N % N % 
Advanced 2 3.5 8 14.0 10 8.8 
Proficient 16 28.1 21 36.8 37 32.5 
Partially Proficient 31 54.4 14 24.6 45 39.5 
Not Proficient 8 14.0 14 24.6 22 19.2 
Total 57 100.0 57 100.0 114 100.0 
χ2 (3) = 5.71, p = .127 
 
 The majority of students in the AVID group (n = 31, 54.4%) scored at the partially 
proficient level. Most of the students in the control group (n = 21, 36.8%) scored at the 
proficient level. The results of the chi-square test for independence was not statistically 
significant (χ2 [3] = 5.71, p = .127). This finding provided support that mathematics 
outcomes on the MME was independent of group membership.  
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Table 22 
Crosstabulations: Performance on MME – Mathematics by Group Membership (2014–15 
Cohort) 
 
Mathematics 
Performance 
Group 
Total AVID Control 
N % N % N % 
Advanced 2 5.1 7 17.9 9 11.5 
Proficient 12 30.8 9 23.1 21 26.9 
Partially Proficient 19 48.7 9 23.1 28 35.9 
Not Proficient 6 15.4 14 35.9 20 25.7 
Total 39 100.0 39 100.0 78 100.0 
χ2 (3) = 1.05, p = .789 
 
 The trend of most of the AVID students scoring at the proficient and partially 
proficient levels continued with cohort 2014–15.  The majority of the students in the control 
group scored at the not proficient level.   
A chi-square test for independence was used to determine if an association existed 
between mathematics performance and group membership. The results of this analysis were 
not statistically significant (χ2 [3] = 1.05, p = .789), indicating that mathematics performance 
was independent of group membership.  
Performance levels for students in the AVID and control groups differed for 
mathematics. Whereas students in the AVID groups for all three cohorts tended to score at 
the proficient or partially proficient levels, students in the control group were distributed 
across all four performance levels for each of the three years. For example, in the 2012–13 
cohort, 76.2% of the AVID students scored either proficient or partially proficient, while 
students in the control group scores advanced (23.8%), proficient (23.8%), partially 
proficient (33.3%), and not proficient (19.1%). This pattern was repeated for the 2013–14 
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and 2014–15 academic years.  It is significant to note that during the 2014–15 cohort year, 
more students within the control group scored at the not proficient level.   
Table 23 
Crosstabulations: Performance on MME – Mathematics by Group Membership (Full 
Sample) 
 
Mathematics 
Performance 
Group 
Total AVID Control 
N % N % N % 
Advanced 5 4.3 20 17.1 25 10.7 
Proficient 33 28.2 35 29.9 68 29.1 
Partially Proficient 61 52.1 30 25.6 91 38.8 
Not Proficient 18 15.4 32 27.4 50 21.4 
Total 117 100.0 117 100.0 234 100.0 
χ2 (3) = 23.54, p < .001 
  
 In examining the full sample, AVID students continued to score at the proficient and 
partially proficient levels (n= 94, 80.3%).  Scores for students in the control group were 
similarly distributed across all performance levels.   
 The results of the chi-square test for independence were statistically significant (χ2 
[3] = 23.54, p < .001), indicating that an association exists between student outcomes on the 
MME mathematics test and group membership in the AVID program and the control group.  
The results of the overall analysis follows the patterns found when the three cohorts 
were examined separately, with AVID students scoring at the proficient and partially 
proficient levels and the scores of students in the control group distributed across all four 
performance levels.  Upon further analysis, in comparing the MME math data and the MME 
reading data, although the majority of AVID students continued to score at the proficient and 
partially proficient levels, a greater percentage of students scored at the partially proficient 
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level in mathematics, compared to reading.  Additionally, the MME math data also indicated 
an increased number of students in the control group scored at the partially proficient and not 
proficient levels.   
This finding raises a concern regarding the total number of students who scored at the 
partially proficient and not proficient levels (60.2%), which indicated that the results may not 
be a result of participation in the AVID program, but a broader systemic problem within the 
school in regard to mathematics programs. The MME is a state assessment that is aligned 
with common core standards adopted by the state in 2010.  The state-wide results for 
mathematics are similar to results in the district included in the present study, indicating 
students’ scores on this test may be an indicator of  inadequacy of the test to measure student 
academic progress or problems in teaching mathematics to meet state standards. 
 Based on the statistically significant findings for the full sample for mathematics 
performance on the MME, the null hypotheses of no relationship between participation in the 
AVID program and student performance on the Michigan Merit Exam (MME) – Grade 11 in 
mathematics is rejected. These findings provided support that students in the control group 
were more likely to score at the advanced level on these tests, with a greater percentage of 
students in the AVID group scoring at the partially proficient level.  
 Research Question 2.  What influence did participation in the AVID program have 
on students’ performance on the Grade 11 ACT in the areas of English, reading and 
mathematics? 
All students in the eleventh grade complete the ACT as part of the MME state assessment. 
The ACT measures college readiness in five areas: reading, English, mathematics, science, 
and writing. The benchmark scores determined by ACT were used to dichotomize the 
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reading, English, and mathematics scores on these tests into at or above benchmark and 
below benchmark. The science and writing scores were not included in the analyses to test 
these hypotheses. 
 Null Hypothesis C:  No statistically significant relationship exists between 
participation in the AVID program and student performance on the American College Test 
(ACT) – Grade 11 in English language arts for the following senior cohorts: 2012–13, 2013–
14, and 2014–15. 
 English. The English language arts scores used to test this hypothesis are divided into 
separate analyses for English and reading. The first set of analyses crosstabulated English 
scores by group membership for each of the three cohorts and for the full sample are shown 
in Tables 24, 25, 26, and 27.  
Table 24 
Crosstabulations: Performance on ACT – English by Group Membership (2012–13 Cohort) 
 
ACT-English 
Group 
Total AVID Control 
N % N % N % 
Below benchmark 8 38.1 7 33.3 15 35.7 
At or Above 
benchmark 
13 61.9 14 66.7 27 64.3 
Total 21 100.0 21 100.0 42 100.0 
χ2 (3) = .10, p = .747 
 
 The majority of students in both the AVID and the control group (n = 27, 64.3%) 
scored at or above benchmark on the ACT-English section. The results of the chi-square test 
for independence used to determine if an association exists between performance on the ACT 
and group membership were not statistically significant, (χ2 [3] = .10, p = .747). This finding 
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provided support that scores on the ACT-English section was independent of group 
membership.  
Table 25 
Crosstabulations: Performance on ACT – English by Group Membership (2013–14 Cohort) 
 
ACT-English 
Group 
Total AVID Control 
N % N % N % 
Below benchmark 15 26.3 19 33.3 34 29.8 
At or Above 
benchmark 
42 73.7 38 66.7 80 70.2 
Total 57 100.0 57 100.0 114 100.0 
χ2 (3) = .67, p = .413 
 
 The majority of students (n = 80, 70.2%) had ACT scores for English that were at or 
above the benchmark set by ACT. The results of the chi-square test for independence that 
compared the two groups on performance on the English ACT test was not statistically 
significant (χ2 [3] = .67, p = .413). Based on this finding, the performance on the English 
ACT test was independent from group membership in the AVID program or the control 
group. 
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Table 26 
Crosstabulations: Performance on ACT – English by Group Membership (2014–15 Cohort) 
 
ACT-English 
Group 
Total AVID Control 
N % N % N % 
Below benchmark 11 28.2 17 43.6 28 35.9 
At or Above 
benchmark 
28 71.8 22 56.4 50 64.1 
Total 39 100.0 39 100.0 78 100.0 
χ2 (3) = 2.06, p = .157 
 
 A similar pattern continued with the 2014–15 cohort, with the majority of students in 
both the AVID and the control group (n = 50, 64.1%) scoring at or above the benchmark 
score set by ACT. The results of the chi-square test for independence was not statistically 
significant, (χ2 [3] = 2.06, p = .157), indicating that the scores for the ACT English test were 
independent of group membership.  
The three cohorts of students were compared to determine patterns. In each of the 
three years, the majority of students in the AVID and control groups consistently scored at or 
above benchmarks on the ACT English test. With the exception of the 2012–13 cohort, a 
greater percentage of students in the AVID group scored higher than students in the control 
group. This result may be due to the focus of the AVID elective courses providing additional 
support for English in terms of composition and other English Language Arts skills in 
addition to the traditional English courses.  The results of the analysis for the full sample is 
shown in Table 27.  
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Table 27 
Crosstabulations: Performance on ACT – English by Group Membership (Full Sample) 
 
ACT-English 
Group 
Total AVID Control 
N % N % N % 
Below benchmark 34 29.1 43 36.8 77 32.9 
At or Above 
benchmark 
83 70.9 74 63.2 157 67.1 
Total 117 100.0 117 100.0 234 100.0 
χ2 (3) = 1.57, p = .211 
 
 The majority of students (n = 157, 67.1%) scored at or above benchmark on the 
English ACT. The chi-square test for independence used to determine if an association 
existed between performance on the ACT English test and group membership. The results of 
this analysis were not statistically significant, (χ2 [3] = 1.57, p = .211), providing evidence 
that the performance on the ACT English test was not associated with group membership. 
With a greater percentage of students in the AVID group scoring at or above the 
benchmark in English than the control group, the efficacy of the AVID program is supported 
in helping students in the middle of the academic continuum achieve success on the ACT 
English subtest.  
 Reading. The scores on the reading section of the ACT were divided into two groups, 
at or above benchmark and below benchmark. Results of the analysis of scores crosstabulated 
by group membership for each of the three cohorts included in the study and for the full 
sample are shown in Tables 28, 29, 30, and 31. 
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Table 28 
Crosstabulations: Performance on ACT – Reading by Group Membership (2012–13 Cohort) 
 
ACT-Reading 
Group 
Total AVID Control 
N % N % N % 
Below benchmark 14 66.7 8 38.1 22 52.4 
At or Above 
benchmark 
7 33.3 13 61.9 20 47.6 
Total 21 100.0 21 100.0 42 100.0 
χ2 (3) = 3.46, p = .064 
 
In examining the ACT reading results for the 2012–13 cohort, the majority of 
students in the AVID program scored below benchmark, whereas most of the students in the 
control group scored at or above benchmark.  
 The results of the chi-square test for independence used to determine if an association 
existed between performance on the reading ACT and group membership was not 
statistically significant, (χ2 [3] = 3.46, p = .064). This finding provided evidence that 
performance on the reading ACT was independent of group membership.  
Table 29 
Crosstabulations: Performance on ACT – Reading by Group Membership (2013–14 Cohort) 
 
ACT-Reading 
Group 
Total AVID Control 
N % N % N % 
Below benchmark 43 75.4 30 52.6 73 64.0 
At or Above 
benchmark 
14 24.6 27 47.7 41 36.0 
Total 57 100.0 57 100.0 114 100.0 
χ2 (3) = 6.47, p = .011 
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 The cohort data for 2013–14 indicated most students in both the AVID program and 
the control group scored below benchmark on the reading ACT. The results of the chi-square 
test for independence that was used to determine if an association existed between reading 
performance and group membership were statistically significant (χ2 [3] = 6.47, p = .011). 
The result provided support that performance on the reading ACT was associated with group 
membership.  
Table 30 
Crosstabulations: Performance on ACT – Reading by Group Membership (2014–15 Cohort) 
 
ACT-Reading 
Group 
Total AVID Control 
N % N % N % 
Below benchmark 30 76.9 23 59.0 53 67.9 
At or Above 
benchmark 
9 23.1 16 41.0 25 32.1 
Total 39 100.0 39 100.0 78 100.0 
χ2 (3) = 2.89, p = .089 
  
 The pattern continued with the 2014–-15 cohort, where the largest group of students 
(n = 53, 67.9%) scored below benchmark on the reading ACT in both groups.  Findings on 
the chi-square test for independence used to determine if an association existed between 
reading performance and group membership were not statistically significant (χ2 [3] = 2.89,  
p = .089), indicating that reading performance was independent of group membership.  
With the exception of the 2012–13 control group, the majority students in both the 
AVID group and the control group scored below benchmark. Statistically significant 
differences were obtained only for the 2013–14 comparison between the AVID and control 
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groups. However, the control group had a higher percentage of students scoring above 
benchmark than the AVID group for all three cohorts. 
Table 31 
Crosstabulations: Performance on ACT – Reading by Group Membership (Full Sample) 
 
ACT-Reading 
Group 
Total AVID Control 
N % N % N % 
Below benchmark 87 74.4 61 52.1 148 63.2 
At or Above 
benchmark 
30 25.6 56 47.9 86 36.8 
Total 117 100.0 117 100.0 234 100.0 
χ2 (3) = 12.43, p < .001 
 
 The majority of students in both the AVID group (n = 87, 74.4%) and the control 
group (n = 61, 52.1%) scored below benchmark on the ACT reading test. The results of the 
chi-square test for independence comparing student outcomes on the ACT reading test and 
group membership were statistically significant, (χ2 [3] = 12.43, p < .001). This finding 
indicated that scores on the ACT reading test were dependent on group membership. 
 The comparisons of the AVID and control group on the ACT English test were not 
significantly different for the three cohort groups and the full sample. When the outcomes for 
the ACT reading test were examined, a statistically significant result was obtained for the full 
sample and for the 2013–14 cohort. An unexpected finding was the way students scored on 
the two tests. A majority of students scored at or above benchmark on the English tests, but 
below benchmark on the reading tests. It was expected that students who scored at or above 
benchmark on English would also score at or above benchmark in reading. Based on the 
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mixed findings for these analyses, the null hypothesis of no difference between the AVID 
and control groups on the ACT English and reading tests could not be rejected.  
 Null Hypothesis D:  No statistically significant relationship exists between 
participation in the AVID Program and student performance on the American College Test 
(ACT) – Grade 11 in mathematics for the following senior cohorts: 2012–13, 2013–14, and 
2014––15. 
 The ACT scores for mathematics were divided into two groups, at or above 
benchmark and below benchmark using data from ACT. Results of the analysis of scores 
crosstabulated by group membership for each of the three cohorts included in the study and 
for the full sample are shown in Tables 32, 33, 34, and 35. 
Table 32 
Crosstabulations: Performance on ACT – Mathematics by Group Membership (2012–13 
Cohort) 
 
ACT-Mathematics 
Group 
Total AVID Control 
N % N % N % 
Below benchmark 14 66.7 11 52.4 25 59.5 
At or Above 
benchmark 
7 33.3 10 47.6 17 40.5 
Total 21 100.0 21 100.0 42 100.0 
χ2 (3) = 0.89, p = .346 
 
 The majority of students in both the AVID and control groups (n = 25, 59.5%) scored 
below benchmark on the ACT Mathematics test. Although the percentage of students scoring 
at or above and below benchmark in the control group were very close.  The chi-square test 
for independence was used to determine if student outcomes on the ACT mathematics test 
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were associated with group membership. The results of this analysis were not statistically 
significant (χ2 [3] = 0.89, p = .346), indicating that outcomes on the ACT mathematics test 
was independent of group membership.  
Table 33 
Crosstabulations: Performance on ACT – Mathematics by Group Membership (2013–14 
Cohort) 
 
ACT-Mathematics 
Group 
Total AVID Control 
N % N % N % 
Below benchmark 37 64.9 28 49.1 65 57.0 
At or Above 
benchmark 
20 35.1 29 50.9 49 43.0 
Total 57 100.0 57 100.0 114 100.0 
χ2 (3) = 2.90, p = .089 
 
ACT mathematics results for the 2013–14 cohort indicated that most of the AVID 
students performed below benchmark, whereas the majority of students in the control group 
scored at or above benchmark.  However, similar to the 2012–13 results, the percentage of 
students performing at both benchmark levels was very close for students in the control 
group. Results of the crosstabulation used to determine if an association between student 
outcomes on the ACT mathematics test and group membership were not statistically 
significant, χ2 [3] = 2.90, p = .089. This result indicated that student outcomes were 
independent of group membership.  
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Table 34 
Crosstabulations: Performance on ACT – Mathematics by Group Membership (2014–15 
Cohort) 
 
ACT-Mathematics 
Group 
Total AVID Control 
N % N % N % 
Below benchmark 28 71.8 22 56.4 50 64.1 
At or Above 
benchmark 
11 28.2 17 43.6 28 35.9 
Total 39 100.0 39 100.0 78 100.0 
χ2 (3) = 2.01, p = .159 
 
The results for the 2014–15 cohort followed a similar pattern to the 2012–13 cohort, 
and indicated below benchmark performance for the majority of students in both groups  
(n = 50, 64.1.  The results of the chi-square test for independence used to determine if an 
association existed between student outcomes on the ACT mathematics test and group 
membership were not statistically significant, χ2 [3]= 2.01, p = .159. Based on this finding, 
student outcomes on the ACT mathematics test appear to be independent of group 
membership.  
When comparing outcomes for the three cohorts, students tended to score below 
benchmark for all but the control group in the 2013–14 cohort. The differences for the three 
cohorts were not statistically significant, indicating being in either the AVID or control group 
was not associated with the outcomes of the ACT math tests. In all three cohorts, more 
students in the control group scored at or above benchmark than students in the AVID group, 
although these differences were not statistically significant. 
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Table 35 
Crosstabulations: Performance on ACT – Mathematics by Group Membership (Full Sample) 
ACT-Mathematics 
Group 
Total AVID Control 
N % N % N % 
Below benchmark 79 67.5 61 52.1 140 59.8 
At or Above 
benchmark 
38 32.5 56 47.9 94 40.2 
Total 117 100.0 117 100.0 234 100.0 
χ2 (3) = 5.76, p = .016 
  
The majority of students (n =140, 59.8%) in both the AVID and control groups 
scored below benchmark on the ACT mathematics test. Chi-square tests for independence 
were used to determine if student outcomes on the ACT mathematics test were associated 
with group membership. The results of this analysis were statistically significant (χ2 [3]= 
5.76, p = .016), indicating that student outcomes were dependent on group membership. 
These data indicated that students were not successfully meeting the AVID program 
objective of successful experiences in college readiness courses.  These data suggested the 
need for further exploration about how AVID strategies help students achieve greater success 
in mathematics. Additionally, the ACT mathematics data results consistently showed a 
majority of students in the control scoring below benchmark, which may indicate a larger 
systemic challenge regarding the mathematics program. 
 Although the analysis for each of the cohorts on the ACT mathematics test were not 
statistically significant, the results for the full sample were statistically significant. Based on 
this finding, the null hypothesis of no difference between the AVID and control groups on 
the ACT mathematics test was rejected.  
88 
 
 Research Question 3.  Was there any difference between students’ participation in 
the AVID program and enrollment in AP courses in English and mathematics? 
The total number of AP courses included courses in English, math, social sciences, 
science, and art. (See Appendix C for a list of all AP courses offered in the school district).  
Students have the option of taking AP courses in any of the subject areas if they have 
completed required prerequisites. One of the goals of AVID is to encourage all students 
enrolled in the program to take AP courses. According to the data obtained from the school 
district, 5 (23.8%) of the AVID students and 6 (28.6%) of the control group students in the 
2012–13 cohort did not take an AP course throughout high school. Among students who took 
AP courses, 16 (76.1%) students in the AVID program took from one to five courses, while 
15 (71.4%) students in the control group took from 1 to 10 AP courses.  
In the 2013–14 academic year, seven (12.3%) students in the AVID group and 19 
(33.3%) students in the control group took no AP courses during high school. In contrast, 50 
(87.7%) students in the AVID group took from one to six AP courses and 38 (66.7%) 
students in the control group took from 1 to 11 AP courses.  
In the 2014–15 cohort, six (15.4%) of AVID students and 12 (30.8%) control students 
did not take an AP course throughout high school. Of the students who took AP courses, 33 
(84.6%) of the AVID group took from 1 to 6 AP courses and 27 (69.2%) students in the 
control group took from one to eight AP courses. More students in the AVID group took AP 
courses, but students in the control group were more likely to take more AP courses. The 
mean number of courses included on the one-way ANOVA table reflected the total number 
of courses taken by each student including those who took no courses.  A comparison of the 
total number of AP classes by group membership and the full sample is shown in Table 36.  
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Table 36 
One-way Analysis of Variance: Total Number of AP Courses by Group Membership 
 
Source of Variation Number Mean SD DF F Sig η2 
2012–13 Cohort 
 AVID 
 Control 
 
21 
21 
 
1.95 
1.90 
 
1.60 
1.84 
 
1,  40 
 
.01 
 
.929 
 
<.01 
2013–14 Cohort 
 AVID 
 Control 
 
57 
57 
 
2.49 
2.49 
 
1.56 
2.91 
 
1, 112 
 
.00 
 
1.000 
 
<.01 
2014–15 Cohort 
 AVID 
 Control 
 
39 
39 
 
2.13 
2.18 
 
1.42 
1.97 
 
1,  76 
 
.02 
 
.895 
 
<.01 
Full Sample 
 AVID 
 Control 
 
117 
117 
 
2.27 
2.28 
 
1.52 
2.45 
 
1, 232 
 
<.01 
 
.974 
 
<.01 
 
 The results of the ANOVA comparing the total number of AP classes completed by 
group membership were not statistically significant for the three cohorts or the full sample. 
These results provide support that students in both groups took similar number of AP 
courses.  
 The students’ participation in Advanced Placement (AP) courses was measured with 
three analyses each for English and mathematics. The dependent variables in these analyses 
were the number of AP courses completed by the students, their average grades in the 
courses, and their scores on the AP exams in English and mathematics.  
 Null Hypothesis E:  No statistically significant difference was shown between 
participation in the AVID program and student performance in the Advanced Placement (AP) 
program in English for the following senior cohorts: 2012–13, 2013–14, and 2014–15. 
The first set of analyses compared the number of AP courses completed for English between 
students in the AVID and control groups using one-way analysis of variance. The results of 
these analyses are presented in Table 37.  
90 
 
Table 37 
One-way Analysis of Variance: Number of English AP Courses by Group Membership 
 
Source of Variation Number Mean SD DF F Sig η2 
2012–13 Cohort 
 AVID 
 Control 
 
21 
21 
 
.33 
.14 
 
.48 
.36 
 
1,  40 
 
2.11 
 
.155 
 
.05 
2013–14 Cohort 
 AVID 
 Control 
 
57 
57 
 
.35 
.19 
 
.48 
.44 
 
1, 112 
 
3.36 
 
.070 
 
.03 
2014–15 Cohort 
 AVID 
 Control 
 
39 
39 
 
.05 
.03 
 
.22 
.16 
 
1,  76 
 
.34 
 
.562 
 
<.01 
Full Sample 
 AVID 
 Control 
 
117 
117 
 
.25 
.13 
 
.43 
.36 
 
1, 232 
 
5.27 
 
.023 
 
.02 
 
 A statistically significant difference was found for comparison of the number of AP 
English courses between the AVID group and the control group, F (1, 232) = 5.27, p = .023, 
η2 = .02. Although the finding was statistically significant, the effect size of .02 indicated the 
difference between the two groups had little practical significance. In examining further the 
differences between the AVID group and the control group for each of the cohorts separately, 
no statistically significant differences were found, which may be the result of the small 
sample sizes in each cohort. 
 Grades were obtained for all students in both groups who completed the AP classes in 
English. The grades in the AP classes for English were dichotomized as C and above and 
below a C.  The dichotomized grades were crosstabulated by group. The results for the three 
cohort groups and the full sample are shown in Tables 38, 39, 40, and 41.  
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Table 38 
Crosstabulations: AP English Grades by Group Membership (2012–13 Cohort) 
 
AP English  
Group 
Total AVID Control 
N % N % N % 
C and Above 7 100.0 3 100.0 10 100.0 
Below a C 0 0.0 0 0.0 0 0.0 
Total 7 100.0 3 100.0 10 100.0 
 
 All of the students in the 2012–13 cohort who had taken at least one AP class in 
English achieved a score of C or above. Because all of the students passed the class, the 
planned chi-square test for independence could not be completed.  
Table 39 
Crosstabulations: AP English Grades by Group Membership (2013–14 Cohort) 
 
AP English  
Group 
Total AVID Control 
N % N % N % 
C and Above 15 88.2 9 90.0 24 88.9 
Below C 2 11.8 1 10.0 3 11.1 
Total 17 100.0 10 100.0 27 100.0 
χ2 (1) = 0.02, p = .888 
 
 This pattern continued for the 2013–14 cohort, in which 24 (88.9%) students in both 
the AVID and control group, who completed AP English courses, achieved grades of C or 
above. The chi-square test for independence used to determine if AP English grades were 
associated with group membership was not statistically significant, χ2 (1) = 0.02, p = .888. 
This finding indicated that grades in the AP English classes were not associated with group 
membership.  
92 
 
Table 40 
Crosstabulations: AP English Grades by Group Membership (2014–15 Cohort) 
 
AP English  
Group 
Total AVID Control 
N % N % N % 
C and Above 2 100.0 1 100.0 3 100.0 
Below C 0 0.0 0 0.0 0 0.0 
Total 2 100.0 1 100.0 3 100.0 
 
 In further examination of the 2014–15 AP English results, the pattern continued. 
Students in both the AVID and control groups, who took an AP English class (n = 3, 100%), 
received a grade of C and above. However, the planned chi-square was not completed due to 
the lack of students who scored below a C in either of the two groups.  
The number of students in the sample who completed AP English classes over the 
four years they were in high school was small in relation to the size of the individual cohorts. 
For example, of the 39 AVID and control group students in the 2014–15 cohort, only two 
(5.1%) in the AVID group and 1 (2.6%) took AP English courses. In contrast, 17 (29.8%) 
students in the AVID group and 10 (17.5%) in the control group in the 2013-14 cohort 
received grades for AP English courses.  The majority of students in the three cohorts scored 
at C or above. Only in the 2013-14 cohort did any students in either the AVID group (n = 2) 
or the control group (n = 1) score less than a C. These results indicate that students who 
complete AP English courses are likely to pass the course. Table 41 presents results of this 
analysis for the full sample. 
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Table 41 
Crosstabulations: AP English Grades by Group Membership (Full Sample) 
 
AP English  
Group 
Total AVID Control 
N % N % N % 
C and Above 24 92.3 13 92.9 37 92.5 
Below C 2 7.7 1 7.1 3 7.5 
Total 26 100.0 14 100.0 40 100.0 
χ2 (1) = 0.04, p = .950 
  
 Thirty-seven (92.5%) students in both the AVID and control groups achieved grades 
of C and above on English AP courses. Results of the chi-square test for independence used 
to determine if an association existed between grades in English AP courses and group 
membership was not statistically significant (χ2 [1]= 0.04, p = .950), indicating that grades on 
the AP English courses were not associated with group membership in the AVID program or 
the control group. 
 Students who completed AP classes could take the AP exams for potential college 
credit in the subject area. Not all students who take AP courses take the exams. The scores 
for the AP exams ranged from 1 to 5, with scores 3 and higher considered passing. For the 
purpose of these analyses, scores of 1 and 2 were coded as a 1 and scores from 3 to5 were 
coded as a 2. The dichotomized scores for AP exams in English were crosstabulated by group 
membership. The results for the three cohort groups, 2012–13 through 2014–15, and the full 
sample are shown in Tables 42, 43, 44, and 45.  
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Table 42 
Crosstabulations: AP English Exam Outcomes by Group Membership (2012–13 Cohort) 
 
AP English Exams 
Outcomes 
Group 
Total AVID Control 
N % N % N % 
1 and 2 2 100.0 0 0.0 2 50.0 
3 and above 0 0.0 2 100.0 2 50.0 
Total 2 100.0 2 100.0 4 100.0 
 
 Of the four (100.0%) students in the 2012–13 cohort who took AP English exams, 
students in the AVID group scored below 3, and conversely, students in the control group 
score a 3 or above.  Due to the small number of students in the 2012–13 cohort who took AP 
English exams, the planned chi-square was not appropriate.  
Table 43 
Crosstabulations: AP English Exam Outcomes by Group Membership (2013–14 Cohort) 
 
AP English Exams 
Outcomes 
Group 
Total AVID Control 
N % N % N % 
1 and 2 2 50.0 2 20.0 4 28.6 
3 and above 2 50.0 8 80.0 10 71.4 
Total 4 100.0 10 100.0 14 100.0 
 
 Most of the students in the control group scored a 3 or above.  2013–14 cohort scores 
for the AVID students are equally disbursed, with half of the students who took the AP 
English exam scoring a 3 or above and the other half scoring below 3.  The planned chi-
square test for independence could not be completed because 75% of the cells had expected 
counts less than 5, violating an assumption of chi-square tests for independence.  
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Table 44 
Crosstabulations: AP English Exam Outcomes by Group Membership (2014–15 Cohort) 
 
AP English Exams 
Outcomes 
Group 
Total AVID Control 
N % N % N % 
1 and 2 0 0.0 2 40.0 2 33.3 
3 and above 1 100.0 3 60.0 4 66.7 
Total 1 100.0 5 100.0 6 100.0 
 
 Only one AVID student in the 2014–15 cohort took the AP English exam and scored 
a 3 or above.  Five students in the control group took the AP English exam and the majority 
scored cored a 3 or above. The planned chi-square test for independence could not be 
completed due to the small number of students who were included in this analysis.  
An examination of the three cohorts relative to passing the AP English exams showed 
that students in the control group were more likely to pass AP English exams and receive 
possible college credit than students in the AVID group. However, students in the AVID 
group were more likely to complete AP English courses for each of the three cohorts. In the 
2013–14 cohort, 10 students in the control group took AP English courses and all of them 
took the AP English Exam, with eight students in this group passing the exam successfully. 
Of the 17 students in the AVID group for the 2013–14 cohort who took AP English courses, 
four took the AP English exam, with two passing the exam with a score of 3 or higher. An 
interesting finding was that only one student in the control group in the 2014–15 cohort took 
an AP English course, but five students in this cohort took the AP English exam, with three 
successfully passing the exam. The results of the crosstabulations for the full sample are 
presented in Table 45  
 
96 
 
Table 45 
Crosstabulations: AP English Exam Outcomes by Group Membership (Full Sample) 
 
AP English Exams 
Outcomes 
Group 
Total AVID Control 
N % N % N % 
1 and 2 4 57.1 4 23.5 8 33.3 
3 and above 3 42.9 13 76.5 16 66.7 
Total 7 100.0 17 100.0 24 100.0 
χ2 (1) = 2.52, p = .112 
 
 Sixteen (66.7%) students in both the AVID and control groups scored 3 or above on 
AP English exams. A higher percentage of students in the control group scored 3 or better on 
the AP English exam, when compared to student in the AVID program. A chi-square test for 
independence was used to determine if outcomes on AP English exams were associated with 
group membership. The results of this analysis were not statistically significant, χ2 (1) = 2.52, 
p = .112. This result indicated that outcomes on AP English exams were not associated with 
group membership. Care must be taken in interpreting this result as 50% of the cells had 
expected frequencies less than 5, violating one of the assumptions associated with chi-square 
tests for independence.  
 Although a statistically significant difference was found on the number of AP English 
courses completed, with students in the AVID group taking more AP English courses than 
students in the control group; the overall comparisons of grades and exam outcomes for these 
classes were not statistically significant. Based on these findings, the null hypothesis of no 
differences between participation in the AVID and control groups on AP English was not 
rejected. 
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 Null Hypothesis F:  No statistically significant difference exists between 
participation in the AVID program and student performance in the AP program, in 
mathematics for the following senior cohorts: 2012–13, 2013–14, and 2014–15. 
A total of 34 (81.0%) students in the 2012-13 cohort took no AP mathematics 
courses. Three (14.2%) students in the AVID group took one AP mathematics courses and 
five (23.8%) students in the control group took one or two AP mathematics classes.  
Among the students in the 2013–14 cohort, 43 (37.7%) took no AP math courses. 
Eleven students in the AVID group took one AP mathematics course and one student in this 
group took two AP mathematics courses. In contrast, the number of AP mathematics courses 
completed by 23 students in the control group included one course (n = 19), two courses (n = 
3), and three courses (n = 1). 
 A total of 56 (71.8%) students in the 2014-15 cohort did not take any AP 
mathematics courses. Of the 22 students who took AP mathematics courses, nine (40.9%) 
were in the AVID program and 13 (59.1%) were in the control group. Eight AVID students 
took one AP mathematics course and one student took two courses. The 10 students in the 
control group took one AP mathematics course and three students in this group took two 
courses. 
 The students’ participation in AP mathematics classes were compared for the three 
cohorts and the full sample using one-way ANOVA. The dependent variables were the total 
number of AP mathematics courses taken, with group membership used as the independent 
variable. The results of these analyses are shown in Table 46. 
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Table 46 
One-way Analysis of Variance: Number of Mathematics AP Courses by Group Membership 
 
Source of Variation Number Mean SD DF F Sig η2 
2012–13 Cohort 
 AVID 
 Control 
 
21 
21 
 
.14 
.33 
 
.36 
.73 
 
1,  40 
 
1.15 
 
.290 
 
.03 
2013–14 Cohort 
 AVID 
 Control 
 
57 
57 
 
.23 
.33 
 
.46 
.55 
 
1, 112 
 
1.23 
 
.269 
 
.01 
2014–15 Cohort 
 AVID 
 Control 
 
39 
39 
 
.26 
.15 
 
.50 
.37 
 
1, 76 
 
1.07 
 
.303 
 
.01 
Full Sample 
 AVID 
 Control 
 
117 
117 
 
.22 
.27 
 
.46 
.54 
 
1, 232 
 
.62 
 
.431 
 
<.01 
 
 The total number of courses did not differ significantly between students in AVID 
and control groups for the three cohorts or the full sample. These results indicated that 
students in both groups completed a similar number of AP mathematics courses.  
 The grades achieved in the AP mathematics courses were dichotomized into C and 
above and below a C. The results for the three cohort groups and the full sample are shown in 
Tables 47, 48, 49, and 50.  
Table 47 
Crosstabulations: AP Mathematics Grades by Group Membership (2012–13 Cohort) 
 
AP Mathematics 
Grades  
Group 
Total AVID Control 
N % N % N % 
C and Above 3 100.0 4 100.0 7 100.0 
Below C 0 0.0 0 0.0 0 0.0 
Total          3 100.0 4 100.0 7 100.0 
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 In the 2012–13 cohort, students in both the AVID and control groups, who took AP 
mathematics courses, received a grade of C or higher.  The planned chi-square test for 
independence could not be completed as there were no students in either group who had 
scores in the below C category.  
Table 48 
Crosstabulations: AP Mathematics Grades by Group Membership (2013–14 Cohort) 
 
AP Mathematics 
Grades  
Group 
Total AVID Control 
N % N % N % 
C and Above 10 83.3 15 93.8 25 89.3 
Below C 2 16.7 1 6.3 3 10.7 
Total 12 100.0 16 100. 28 100.0 
χ2 (1) = .78, p = .378 
 
 The majority of students (n = 25, 89.3%) in the 2013–14 cohort earned grades in AP 
mathematics courses that were C and above. The results of the chi-square test for 
independence that was used to determine if an association existed between AP mathematics 
grades and group membership were not statistically significant, χ2 (1) = .78, p = .378. This 
result indicated that grades in AP mathematics courses were not associated with group 
membership. However, care should be taken in interpreting these results as more than 20% of 
the cells had expected frequencies less than 5, violating one of the assumptions of chi-square 
tests for independence.  
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Table 49 
Crosstabulations: AP Mathematics Grades by Group Membership (2014–15 Cohort) 
 
AP Mathematics 
Grades  
Group 
Total AVID Control 
N % N % N % 
C and Above 7 87.5 5 83.3 12 85.7 
Below C 1 12.5 1 16.7 2 14.3 
Total 8 100. 6 100.0 14 100.0 
χ2 (1) = .05, p = .832 
 
 A similar pattern continued with the 2014–15 cohort with 12 students (85.7%), in 
both the AVID and control groups had grades of C and above on AP mathematics courses. 
The chi-square test for independence used to determine if an association existed between 
grades in AP mathematics courses and group membership was not statistically significant, χ2 
(1) = .05, p = .832. This result should be interpreted with care as 50% of the cells had 
expected frequencies less than 5, violating one of the assumptions of chi-square test for 
independence.  
In analyzing the results for all three cohorts, the majority of the students who took an 
AP mathematics course earned a final grad of C or higher.  In 2012–13, all of the students in 
the AVID group and the control group received grades at a C or above.  For the 2012–13 and 
2013–14 cohorts, a greater number of students in the control group were more likely to earn 
grades of a C or higher in the AP mathematics courses. Of the 14 students in the 2014–15 
cohort, 12 passed the course. Results of the analysis for the full sample are presented in Table 
50 
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Table 50 
Crosstabulations: AP Mathematics Grades by Group Membership (Full Sample) 
 
AP Mathematics 
Grades  
Group 
Total AVID Control 
N % N % N % 
C and Above 20 87.0 24 92.3 44 89.8 
Below C 3 13.0 2 7.7 5 10.2 
Total 23 100.0 26 100.0 49 100.0 
χ2 (1) = .38, p = .537 
 
 Forty-four (89.8%) of students in both AVID and the control group earned grades of a 
C and above in AP mathematics courses. This was consistent with trends observed with each 
cohort. A chi-square test for independence was used to determine if an association existed 
between grades in AP mathematics courses and group membership. While the result was not 
statistically significant, (χ2 [1] = .38, p = .537), care should be taken when interpreting this 
result as 50% of the cells had expected frequencies less than 5.  
 The AP mathematics exam scores could range from 1 to 5, with scores at 3 or above 
qualifying the student for potential college credit. The scores were dichotomized into a 1 for 
below 3 and 2 for at or above 3. The crosstabulations of the AP mathematics exam scores by 
group members in each cohort group and the full sample are presented in Tables 51, 52, 53, 
and 54. 
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Table 51 
Crosstabulations: AP Mathematics Exam Scores by Group Membership (2012–13 Cohort) 
 
AP Mathematics 
Exam Outcomes  
Group 
Total AVID Control 
N % N % N % 
Below 3 2 66.7 1 33.3 3 50.0 
3 and above 1 33.3 2 66.7 3 50.0 
Total 3 100.0 3 100.0 6 100.0 
 
 In this 2012-13 cohort, more AVID students scored below 3 on the AP mathematics 
exam and more students in the control group scored 3 or above.  The planned chi-square test 
for independence was not calculated because of the small number of students in the sample 
who had scores on the AP mathematics exam.  
Table 52 
Crosstabulations: AP Mathematics Exam Scores by Group Membership (2013–14 Cohort) 
 
AP Mathematics 
Exam Outcomes  
Group 
Total AVID Control 
N % N % N % 
Below 3 1 33.3 5 45.5 6 42.9 
3 and above 2 66.7 6 54.5 8 57.1 
Total 3 100.0 11 100.0 14 100.0 
 
 In the 2013–14 cohort, the majority of students in both the AVID and control groups  
(n =8, 57.1%) obtained a score of 3 and above on the AP mathematics test. Because 75% of 
the cells had expected frequencies less than 5, the planned chi-square test for independence 
was not completed.  
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Table 53 
Crosstabulations: AP Mathematics Exam Scores by Group Membership (2014–15 Cohort) 
 
AP Mathematics 
Exam Outcomes  
Group 
Total AVID Control 
N % N % N % 
Below 3 2 40.0 6 54.5 8 50.0 
3 and above 3 60.0 5 45.5 8 50.0 
Total 5 100.0 11 100.0 16 100.0 
χ2 (1) = .29, p = .590 
  
Eight (50.0%) students obtained a score of 3 and above on the AP mathematics exam, 
and (n = 8, 50%) of students in both the AVID and control groups scored below 3. The 
results of the chi-square test for independence used to determine if an association existed 
between AP mathematics test scores and group membership was not statistically significant 
(χ2 [1] = .29, p = .590), indicating that test scores were independent of group membership. 
Care should be taken in interpreting these results, as 50% of the cells had expected values 
that were less than 5. 
Fewer students in all three cohorts took the AP mathematics exams. In 2012–13, three 
students in both the AVID and control group took the exams. Fourteen students in the 2013–
14 cohort took the AP mathematics exams. More students in the AVID group (n =5) in the 
2014–15 cohort took the AP mathematics exam, with 3 passing the exam successfully. Of the 
11 students in the control group for the 2014–15 cohort, more students scored below 3 on the 
AP mathematics exam, which was not the case in the previous cohorts.  The number of 
students taking the AP mathematics exams was substantially lower than the number of 
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students who took the courses. Table 54 presents the results of the analysis for the full 
sample. 
Table 54 
Crosstabulations: AP Mathematics Exam Scores by Group Membership (Full Sample) 
 
AP Mathematics 
Exam Outcomes  
Group 
Total AVID Control 
N % N % N % 
Below 3 5 45.5 12 48.0 17 47.2 
3 and above 6 54.5 13 52.0 19 52.8 
Total 11 100.0 25 100.0 36 100.0 
χ2 (1) = .02, p = .888 
 
 The majority of students (n = 19, 52.8%) obtained scores of 3 and above on the AP 
mathematics test. A chi-square test for independence was used to determine if an association 
existed between the AP mathematics test scores and group membership. The results of this 
analysis were not statistically significant (χ2 [1] = .02, p = .888), indicating the test scores 
were not associated with group membership.  
 The findings for the analyses for AP mathematics test scores by group membership 
were not statistically significant for the total sample. Similar results were obtained for each 
of the cohort groups. Based on these analyses, the null hypothesis of no statistically 
significant differences between participation in the AVID program and student performance 
in AP mathematics was retained. 
 Research Question 4.  Was there any difference between students’ participation in 
the AVID program and overall grade point average (GPA)?  
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 Null Hypothesis G:  No statistically significant relationship exists between 
participation in the AVID program and a student’s overall grade point average (GPA) for the 
senior cohorts: 2012–13, 2013–14, and 2014–15.  
The students’ GPAs for their senior year were obtained from school records. These 
GPAs were used as the dependent variable in one-way ANOVA, with group membership 
used as the independent variable. Analyses for each of the cohorts and for the full sample are 
shown in Table 55.  
Table 55 
One-way Analysis of Variance: Senior Grade Point Averages by Group Membership 
 
Source of 
Variation 
Number Mean SD DF F Sig η2 
2012–13 Cohort 
 AVID 
 Control 
 
21 
21 
 
3.22 
3.13 
 
.64 
1.05 
 
1,   
40 
 
.12 
 
.728 
 
<.01 
2013–14 Cohort 
 AVID 
 Control 
 
57 
57 
 
3.24 
3.21 
 
.61 
.82 
 
1, 
112 
 
.04 
 
.835 
 
<.01 
2014–15 Cohort 
 AVID 
 Control 
 
39 
39 
 
3.19 
3.08 
 
.65 
.78 
 
1,  78 
 
.46 
 
.500 
 
.01 
Full Sample 
 AVID 
 Control 
 
117 
117 
 
3.22 
3.15 
 
.62 
.85 
 
1, 
232 
 
.48 
 
.489 
 
<.01 
 
The comparisons of GPA for each of the cohorts and the full sample were not 
statistically significant, indicating that students in both the AVID and control groups had 
similar levels of academic performance. Students in the three cohorts had similar grade point 
averages for both the AVID group and the control group. The grade point averages were 
slightly above a B average for each of the three years. When the mean scores were compared 
between the two groups for each cohort, the students in the AVID group had higher GPAs 
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than the control group, but these differences were so small that they were not considered 
statistically significant.  
Based on these findings, the null hypothesis of no difference in GPA between the two groups 
is retained. 
Summary 
Results of the statistical analyses of data to address the research questions and 
associated hypotheses are included in Chapter 4.  Findings provided support that students in 
the AVID group differed from those in the control group on MME reading and mathematics 
and ACT mathematics tests. No statistically significant differences were found for ACT 
English and reading tests, AP English and mathematics courses, and senior GPA.  A 
discussion of the findings along with recommendations for practice and further research 
concludes this study in Chapter 5.  
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Chapter 5:  Conclusions and Recommendations 
Introduction 
 This chapter includes a summary of the findings, conclusions, recommendations for 
policy and practice, and suggestions for future research.  This study examined the influence 
of students’ participation in the Advancement Via Individual Determination (AVID) program 
and students’ academic achievement in English language arts and mathematics using 
multiple measures, which included the Michigan Merit Exam (MME) state assessment, the 
American College Test (ACT) college readiness assessment, the Advanced Placement (AP) 
program, and grade point average (GPA).  The AVID program is a comprehensive college 
readiness system that purports to increase student achievement, college readiness, and 
participation in more rigorous courses, such as AP.  AVID is implemented in 45 states and 16 
countries or territories, with the goal of creating a learning environment with high teacher 
and student expectations (AVID Center, 2013). 
 This quantitative study focused on three senior cohort classes for 2013, 2014, and 
2015, from a large suburban high school in Michigan.  The treatment group for this study 
included 117 AVID students and 117 students who did not take any AVID courses 
throughout high school, but were matched on gender, race, and socioeconomic status for this 
study. 
Findings for Student Achievement Indicators 
 Michigan Merit Exam (MME) – state assessment. Results from the MME are used 
to monitor individual student achievement and the performance of individual schools and 
districts (Michigan Department of Education, 2013). For the purposes of this study, MME 
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results were used to help determine the influence of the AVID program on student 
achievement  
 MME reading.  Michigan Merit Exam (MME) findings for reading addressed 
research question 1.– What influence did participation in the AVID program have on 
students’ performance on the Grade 11 Michigan Merit Exam (MME) for reading and 
mathematics? The results of the chi-square test for independence determined that an 
association between the reading levels on the MME and group membership were statistically 
significant for the full sample. This finding provided support that performance levels on the 
MME reading test differed by group membership.  Analysis of MME reading data showed a 
consistent pattern of AVID students scoring at the proficient and partially proficient levels 
(86.3%) and students in the control group scoring at the advanced and proficient levels 
(72.7%).   
 MME mathematics.  The results of the chi-square test for independence was 
statistically significant for the full sample, indicating that an association exists between 
student outcomes on the MME mathematics test and group membership.  In examining the 
MME Mathematics scores, the majority of the AVID students’ scores continued to cluster in 
the proficient and partially proficient ranges (80.3%). The control group scores were spread 
across all categories (advanced 17.1%; proficient 29.9%; partially proficient 25.6%; and not 
proficient 27.4%).   
 Discussion.  Previous studies reported mixed findings on the outcomes on state 
standardized tests between students in a support program, such as AVID, and students not 
participating in the program.   In a 2007 study, Rorie (2007) reported no statistically 
significant effect of AVID on the Colorado Student Assessment Program (CSAP) Reading 
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subtest. Conversely, in a study conducted by Bleakley (2013), findings showed a statistically 
significant direct relationship between participation in AVID and student performance on the 
Grade 11 Language Arts section of the HSPA.  It is important to note that these studies were 
in schools with different populations based on socioeconomic status, racial composition of 
the student body, and the size of the school.  
 High stakes accountability assessments.  
 ACT – college readiness assessment. The ACT college readiness assessment was an 
important variable in this study, as these data provided information about student 
achievement as well as college readiness and helped to examine AVID’s intended outcome 
regarding college readiness and successful entry into a college or university. Standardized 
test scores, such as ACT are used to predict how well students will perform in college 
(Evans, 2015). 
 States such as Michigan have required the ACT college readiness assessment as a 
graduation requirement.  Due to the competitive nature of the college application and 
selection process, this high stakes assessment plays an important role in determining post-
secondary options for students. The American College Test (ACT) findings answered 
research question 2 ––What influence did participation in the AVID program have on 
students’ performance on the Grade 11 ACT in the areas of English, reading, and 
mathematics?   
 ACT English.  The chi-square test for independence was used to determine if an 
association existed between performance on the ACT English test and group membership. 
The results of this analysis were not statistically significant, providing evidence that the 
performance on the ACT English test was not associated with group membership. Although 
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the ACT English scores were very close among students in this sample, a slightly higher 
percentage of AVID students (70.9%) scored at or above benchmark, compared to the control 
group (63.2%).  
 ACT reading.  Findings on the chi-square test for independence used to determine 
whether an association existed between reading performance and group membership were 
statistically significant, indicating that reading performance was independent of group 
membership.  In examining these data for the full sample in reading, 50% or greater for each 
cohort year as well as the full sample consistently scored below benchmark.  Although the 
ACT reading scores were similar for both groups, more AVID students (74.4%) scored 
below benchmark in reading, compared to the control group (52.1%).  The fact that more 
than 50% of the students in both groups, scored below the college readiness benchmark is 
concerning. 
 ACT math.  Chi-square tests for independence were used to determine whether 
student outcomes on the ACT mathematics test were associated with group membership. The 
results of this analysis were statistically significant for the full sample, indicating that student 
outcomes were dependent on group membership.  AVID students (67.5%) consistently 
scored below benchmark on the ACT mathematics assessment, compared to (52.1%) of the 
control group scoring below benchmark. 
 Advanced placement (AP).  College credit earned through high school AP courses 
has become so pervasive in American high schools that colleges and universities consider AP 
exam scores to be a significant measure of high school success (Matthews, 2002).  Yet there 
continued to be a disparity among the type of students enrolled in AP courses (Moore & 
Slate, 2008).  The College Board recommended the elimination of barriers that restrict access 
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to AP courses for students from ethnic, racial, and socioeconomic groups who have been 
traditionally underrepresented in the AP program (CollegeBoard (2017). The AP findings for 
this study addressed research question 3. – Was there any difference between students’ 
participation in the AVID program and enrollment in AP courses in English and 
mathematics? 
 Total number of AP courses.  AP findings were measured in three ways: the number 
of AP courses completed in English and mathematics, the classroom grades received in the 
courses dichotomized into “at or above C” and “below C,” and the scores obtained on the AP 
exams that provide potential college credit for the course. The results of the ANOVA 
comparing the total number of AP classes completed while in high school by group 
membership were not statistically significant for the three cohorts or the full sample. These 
results provide support that students in both groups took a similar number of AP courses.  
AVID students took an average of 2.27 (SD = 1.52) AP courses and students in the control 
group took an average of 2.28 (SD = 2.45) AP courses. 
 Number of English AP courses.  A statistically significant difference was found for 
comparison of the number of AP English courses between the AVID group and the control 
group.  AVID students took an average of .25 (SD = .43), with students in the control group 
completing a mean of .13 (SD = .36) English courses. Although the difference between the 
two groups was small, students in the AVID group were more likely to enroll in AP English 
courses over the four years in which they were in high school.  
 AP English grades.  Results of the chi-square test for independence used to 
determine whether an association existed between grades in English AP courses and group 
membership was not statistically significant, indicating that grades on the AP English courses 
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were not associated with group membership. Most students in both groups consistently 
scored a C or above in AP English courses, AVID (92.3%) and Control (92.9%).  Overall, 
the students who took AP English courses were successful. 
 AP English exam.  A chi-square test for independence was used to determine 
whether outcomes on AP English exams were associated with group membership. The results 
of this analysis were not statistically significant. This result indicated that outcomes on AP 
English exams were not associated with group membership. Care must be taken in 
interpreting this result as 50% of the cells had expected frequencies less than 5, violating one 
of the assumptions associated with chi-square tests for independence.  Although caution must 
be exercised in interpreting these results, these data indicated a larger percentage of students 
in the control group (76.5%) scored higher than AVID students (42.9%) on AP English 
exams. 
 Number of AP mathematics courses.  The total number of courses did not differ 
significantly between students in AVID and control groups for the three cohorts or for the 
full sample. These results indicated that students in both groups completed a similar number 
of AP mathematics courses.  However, students in the control group had a slightly higher 
average of .27 (SD = .54) compared to .22 (SD= .46) for AVID students.  AVID students 
took fewer AP math courses. 
 AP mathematics grades.  A chi-square test for independence was used to determine 
whether an association existed between grades in AP mathematics courses and group 
membership. While the result was not statistically significant, care should be taken when 
interpreting this result as 50% of the cells had expected frequencies less than 5.  Students in 
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both groups consistently earned grades of C or higher in AP math courses.  Overall, the 
students in both groups who took AP math courses were successful. 
 AP mathematics exam scores.  A chi-square test for independence was used to 
determine whether an association existed between the AP mathematics test scores and group 
membership. The results of this analysis were not statistically significant, indicating the test 
scores were not associated with group membership. Exam scores were similar for both 
groups and almost equally distributed in terms of students scoring below 3 and those scoring 
3 and above.  AP math exam passage rates were very similar for both groups. 
 Grade point average.  The comparisons of cumulative GPA for each of the cohorts 
and the full sample were not statistically significant, indicating that students in both the 
AVID and control groups had similar levels of academic performance.  Students in the AVID 
group did have a slightly higher average GPA of 3.22 (SD = .62), compared to the control 
group (M = 3.15, SD = .85). 
 Discussion. These finding were consistent with previous studies.  According to Pugh 
(2013), research pertaining to the impact of AVID on GPA indicated an unclear relationship, 
since most findings were mixed and statistically insignificant (Guthrie & Guthrie, 2000; 
Watt, Huerta & Lozano, 2007).  
Summary of Findings 
 Considering the overall impact of these findings, in terms of state assessment (MME), 
most of the AVID students were not scoring at the highest performance level. On the ACT, 
college readiness assessment, AVID students were scoring slightly higher on the English 
assessment; but a larger percentage of AVID students were scoring below benchmark on the 
ACT Reading and Math assessment, compared to the control group.  Regarding the AP 
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program, AVID students took more AP English courses.  Most of the students in AVID and 
the control group earned a C or above in AP English and math courses.  A higher percentage 
of students in the control group scored a 3 or above on the AP English exam, whereas scores 
on the AP math exam were similar for both groups.  AVID students also had a slightly higher 
GPA than students in the control group, although these differences were not statistically 
significant.  These mixed findings provided a challenge in determining next steps and 
recommendations.   
Implications and Recommendations for Practice and Policy 
 AVID enrollment.  The AVID curriculum emphasizes writing, collaboration, 
organization, and reading to strengthen academic skills (Guthrie & Guthrie, 2000).  High 
school students enrolled in these AVID elective classes receive daily academic support, 
while enrolled in challenging classes such as AP. This study was conducted in a large, 
suburban high school, yet the senior cohort numbers for this study were small.  In a high 
school setting cost implications must be considered when course enrollment is low.   
 Recommendation for practice/policy regarding the AVID program. Academic High 
School should develop guidelines for the review of courses with low enrollment to help 
determine whether the course will be offered. The district may also need to establish a formal 
policy regarding this determination. 
 Stakeholder feedback is critical.  Academic High School needs to develop an 
evaluation tool and procedures that include input from students, parents, and staff to 
regularly determine AVID program effectiveness.   
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 Academic High School should also consider strategic staffing by assigning staff who 
are highly requested by students and who make an impact on AVID program goals, 
strategies, and philosophy. 
 Advanced Placement (AP).  A goal of the AVID program is to engage a greater 
number of students in AP courses.  Although AVID students took more AP English courses 
in this present study, further analysis revealed that 26 of the 117 AVID students took an AP 
English course throughout high school, with 7 of the 117 AVID students taking AP exams in 
this curricular area.  Similarly, 23 out of 117 AVID students took an AP math course 
throughout high school and 11 out of 117 AVID students took the AP exam.  These data 
show that fewer students are taking the AP exams, with the associated potential of earning 
college credit.  This is a particular concern as it may be a missed opportunity especially for 
low- socioeconomic students who could benefit from such financial assistance.   
 Recommendations for Practice regarding AP Participation.  Academic High School 
should develop intentional strategies and appropriate support to increase the number of 
AVID students who take an AP course and the related exam.  The district should also review 
policies to ensure there are no formal or informal barriers preventing AP opportunities for 
students.  
 ACT data.  The ACT reading data indicated that 74.4% of AVID students and 52.1% 
of students in the control group did not meet the college readiness benchmark.   
 Recommendations for practice regarding reading benchmarks.   
Academic High School may consider use of AVID resources to invest in a reading 
intervention or support model that would reach more students. 
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 Critical reading is an AVID professional development module. Academic High 
School must ensure that the AVID curriculum is being implemented with fidelity, especially 
the critical reading modules.  The district should consider focusing on strengthening the 
reading curriculum at the elementary and middle school levels. 
 College readiness programs.  The ultimate goal of the AVID college readiness 
system is school-wide implementation.  The results of national college readiness programs, 
such as Gear-Up have been mixed (Watt, Huerta, & Lozano, 2007). 
 Recommendation for practice/policy regarding college readiness program. 
 Academic High School may develop a strategic plan and a customized program to 
implement AVID strategies and activities school-wide to meet the needs of more students 
and garner greater staff buy-in. One way to integrate AVID strategies school-wide is to 
develop a freshman college readiness course for all incoming ninth graders. 
 Professional development.   The results of this study showed that AVID students did 
not successfully meet all student achievement indicators.  Professional development would 
facilitate teacher understanding of the AVID program, which would increase buy-in and 
encourage teachers to motivate students to perform better. 
 Recommendations for practice regarding professional development.   
Academic High School should provide ongoing professional development for all AVID 
elective teachers to assist with fidelity of implementation.  The district should also invest in 
train-the-trainer models. 
Recommendations for Future Research 
 This research examined the influence of students’ participation in the AVID program 
and student achievement, as measured by the Michigan Merit Exam (MME), the American 
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College Test (ACT), the Advanced Placement program (AP), and grade point average 
(GPA). However, this study could not provide all the answers related to this topic.  
Suggestions for future studies include the following: 
 Replicate this study in other districts, states, or at the national level to 
compare findings.  
 Replicate the study using a sample comprised of students from multiple 
school districts to determine whether the findings of the present study are 
representative of most school districts.  
 Obtain additional data on the personal characteristics of students who 
participate in AVID or AVID-type programs to determine how socioeconomic 
status, gender, race, and academic aspirations factor into the success of AVID 
on improving enrollment in AP classes and higher outcomes on standardized 
testing for college readiness. 
 Conduct quantitative survey research to determine satisfaction or perceptions 
of graduated participants about the value of participating in the AVID 
program and the value of the program in preparation for success in college. 
 Conduct a qualitative study using focus groups, including students, teachers, 
and parents, to gain information about the satisfaction, perceptions, and value 
of the program from different points of view. 
 Conduct a longitudinal study beginning with ninth grade students and 
continuing over the course of four years of high school to capture feelings, 
academic performance, and academic aspirations of students who are 
participating in the AVID program. 
118 
 
Conclusions 
 Based on the findings of this study, Academic High School did not receive 
consistently strong student achievement results from participants in the AVID program. 
Although AVID slightly higher student achievement scores or indicators were shown in 
(ACT English Assessment, Number of AP English Courses, and GPA), the data were not 
statistically significant.  After careful analysis using multiple measures (MME, ACT, AP, 
and GPA), the AVID program did not positively influence student achievement at Academic 
High School.   
 A primary goal of the AVID program is to increase opportunities and access to 
challenging high school curriculum and college, especially for students who are under-
represented in institutions of higher education. The data from this study showed AVID 
students took more AP English courses. A statistically significant difference was found for 
comparison of the number of AP English courses between the AVID group and the control 
group. Although the finding was statistically significant, the effect size of .02 indicated the 
difference between the two groups had little practical significance. Most of the students in 
AVID and the control group earned a C or above in AP English and math courses.   
 However, the number of students in both groups who took AP exams was very low. 
The successful completion of AP examinations provide an academically and financial 
opportunity or access to college for high school students.  Academic High School must 
remove all barriers that deny any student access to the Advanced Placement program and 
explore ways to increase the number of students who take AP exams.  
The variables for this study were analyzed in the context of the broader educational 
landscape and closely examined the interplay of high stakes accountability assessments, 
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college readiness programs, and strategies used to meet the diverse learning needs of all 
students  in relation to the goals of the AVID program and identified student achievement 
indicators. Based on the results of this study, Academic School District must carefully weigh 
the associated costs and benefits of the AVID program while considering the 
recommendations in this study for practice and/or policy. 
 Future program considerations and modifications should include partnerships with 
higher education, business and industry, community leaders, and families to ensure that 
students are prepared for the challenges of postsecondary education, career, and life (Meyer, 
2014), and that learning is connected and relevant to student’s lives as members of the larger 
society. This concept parallels an experimentalism/progressivism philosophy of education, 
where the educational journey is the practice of freedom, and the means by which students 
deal critically and creatively with reality, while discovering how to participate in the 
transformation of their world (Freire, 2000). 
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Appendix  
Appendix A.   School District Permission to Conduct the Study 
 
September 1, 2016 
To Whom It May Concern: 
The purpose of this letter is to inform you that I give Alesia Flye permission to 
conduct the research titled A Comparative Analysis of Student Participation in the 
Advancement Via Individual Determination (AVID) Program and Performance on the 
Grade 11 Michigan Merit Exam (MME)/ACT, at Academy High School.  This also serves 
as assurance that this district complies with requirements of the Family Educational Rights 
and Privacy Act (FERPA) and the Protection of Pupil Rights Amendment (PPRA) and will 
ensure that these requirements are followed in the conduct of this research. 
 
Sincerely, 
 
Superintendent 
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Appendix B.  AVID Program Application                                                  
         AVID APPLICATION 
                                      (Advancement Via Individual Determination) 
AVID is an elective class offered to students who would like to prepare for four-year 
universities. The curriculum features writing, inquiry, collaboration, reading comprehension 
strategies, note taking and study skills, and college/career/motivational/teambuilding 
activities. The AVID class is an elective. College students participate as tutors, and field trips 
are taken to universities. Students must commit to concurrent registration in an honors or AP 
course. Other requirements include satisfactory citizenship, consistent attendance, and a GPA 
of 2.5-3.5.     PLEASE PRINT IN INK 
Name:_______________________________________________________________ 
Phone: __________________________________________________________ 
Parent/Guardian Name(s):_______________________________________________ 
GPA (Last report card):___________________________ Total absences this year:__ 
Citizenship marks (Last report card)___________________________________________ 
If you are selected for AVID, which AP/honors course would you consider taking? 
______________________________________________________________________ 
Student Signature: ________________________________________________________ 
 
Parent Signature: _________________________________________________________ 
 
On the back of this form, please write one or two paragraphs explaining why you are a good 
candidate for AVID. Feel free to type and attach a separate sheet.  
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Appendix  C. Advanced  Placement  Courses at Academic High School 
Advanced Placement English language & comp – WT  
Advanced Placement English literature – WT 
Advanced Placement French 5 – WT  
Advanced Placement Japanese 5 – WT 
Advanced Placement Spanish 5 – WT 
Advanced Placement calculus (AB) – WT  
Advanced Placement calculus (BC) – WT  
Advanced Placement statistics – WT 
Advanced Placement biology – WT  
Advanced Placement chemistry – WT  
Advanced Placement environmental science - WT  
Advanced Placement physics B – WT  
Advanced Placement physics C – WT 
Advanced Placement U.S. history - WT  
Advanced Placement U.S. government - WT  
Advanced Placement European history - WT  
Advanced Placement macroeconomics - WT  
Advanced Placement microeconomics - WT  
Advanced Placement psychology - WT  
Advanced Placement world history – WT 
Advanced Placement studio art: 2-D Design  
Advanced Placement studio art: Drawing 
Advanced Placement computers – WT 
Advanced Placement music theory - WT 
 
 
 
